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ABSTRAG1
This thesis is about facilitating experiential research (Heron J, 1981a) 
projects with young people in a college of further education. The author 
is a teacher responsible for the delivery and assessment of Personal and 
Social Development and Core Skills programmes on youth training and 
vocational education courses.
The work describes an initial attempt to humanise the craft curriculum 
by using quantitative and qualitative research methods.
The book Human Inquiry (Reason P. and Rowan J. eds, 1981) became an 
inspirational source book for doing research with students rather than 
on them. The main focus of the thesis describes and evaluates the 
author's attempts to undertake experiential inquiry using a customised 
vehicle called the co-operative experiential assignment. A manual and 
work book was devised over time to help the teacher and students manage 
this process. The 11 case studies featured in the dissertation highlight 
the positive outcomes and areas of concern in utilising experiential 
assignment work as a learning and personal development process.
The study findings are analysed on 3 main fronts. First, from the 
perspective of the author as teacher/researcher/person - ME - SEARCH. 
Secondly, from the perspective of teacher and student engaged in mutual 
inquiry - VE - SEARCH. Thirdly, the potential importance of the findings 
to the wider academic community is discussed under the umbrella term 
RE - SEARCH.
Holistic models of the case studies are presented using an analytical 
method called Dynamic Conceptual Analysis (Kontiainen, 1991). The thesis 
concludes that experiential research in the form of a competently 
facilitated co-operative experiential assignment offers a coherent and 
innovative educational methodology and practice. Recommendations are 
made to continue embedding experiential inquiry within a wider programme 
of course team and organisational development.
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CHAPTER OHE IHTRODUCTIOH
1.1 SCOPE OF THIS THESIS.
Ci] This report describes and analyses my work as teacher and researcher 
attempting to use experiential learning and experiential research 
methods with 16-19 year olds on Youth Training Scheme CYTS] and. 
Business and Technical Education C BTEC] courses in a further education 
CFE] college. The dissertation focusses on my role as a full time tutor 
responsible for delivering the Personal Effectiveness elements of the 
YTS scheme between 1985 and 1988 and the Sociological Aspects and Common 
Skills units of the BTEC Health and Caring courses from 1988 to the 
present time.
[ü] What I mean by experiential learning is summarised in a recent 
publication (Veil and McGill, 1989):
Ve currently interpret experiential learning as 
the process whereby people, individually and in 
association with others, engage in direct 
encounter and then purposefully reflect upon, 
validate, transform, give personal and social 
meaning to and seek to integrate the outcomes of 
these processes into new ways of knowing, being 
acting and interacting in relation to their world. 
Experiential learning therefore enables the 
discovery of possibilities that may not be evident 
from direct experience alone, (p. 248)
[üi] Experiential research provides a framework whereby such 
experiential learning can be managed and reported on in-a systematic and
1
methodical manner. I shall be adapting Heron's (1981a) model of
experiential research which he describes as:
The kind of research on persons in which the subjects of the 
research contribute not only to the content of the research, 
ie: the activity that is being researched, but also to the 
creative thinking that generates, manages and draws 
conclusions from the research. And the researchers, in the 
full model, contribute not only to the creative thinking and 
management, but they also participate, like the subjects, in 
the activity that is being researched, (p. 1)
C iv3 The thesis deals with my attempt to carry out such research with 
young people which, as far as I have been able to ascertain, will be the 
first of its kind. It is this area, therefore, that will receive most 
attention in the dissertation.
1.2 A STATEHEFT_QF_THE.SUBJECT OF THE EFQUIRY
[i] The research problem hinges on my wanting to discover, as a 
practicing teacher, how far I can collaborate with young people in 
developing our self-directing capacities and building our own 
experiential inquiries and then communicating those findings to others.
[ii] I propose to define a self- directing person as one who is capable 
of choosing how they will act as well as attributing meaning to their 
experience and actions. Participation in the kind of research I have 
identified above would seem to provide good grounds for testing out such 
a proposition.
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Ciii] I would want to discover from such a venture the successes and 
pitfalls of attempting to build experiential research from experiential 
learning and then compare my findings to those in the more familiar 
settings of adult and continuing education (Reason and Rowan, 1981; 
Reason, 1988).
1.3 WHY IS THIS SUBJECT WORTHY OF INVESTIGATION?
[i] I tend to agree with Pring's (Lawton and Pring, 1983) suggestion 
that the teacher as researcher:
is one who takes seriously the injunction to theorize about 
practice or to think systematically and critically about what 
he is doing, (p. 236)
Jacques (1984) suggests that the concept of a teacher as one who is by
and large putting into practise ideas developed by others, elsewhere, is
neither appealing nor realistic:
It puts the teacher in the role of technician, clearly an 
unrealistic role for a complex activity like tutoring. Each 
teaching situation is governed by a unique set of variables 
which no general researcher could conceivably take into 
account: the personality of the teacher, the special 
characteristics of the students, the effects of the learning 
milieu in that institution, the structure of the particular 
curriculum being taught, to name but a few. (p. 36)
[ii] Although I would transpose the word facilitator for the word 
teacher to reflect my own intentions, I feel their comments hold good 
for what I more accurately try to do; facilitate experiential learning. 
Carl Rogers (1969) maps out the role of facilitator as follows:
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(a) The facilitator has much to do with setting the initial mood or 
climate of the group or class experience.
(b) The facilitator helps to elicit and clarify the purpose of 
individuals in the class as well as the more general purposes of the 
group.
(c) He relies upon the desire of each student to implement those 
purposes which have meaning for him, as the motivational force 
behind significant learning.
Cd) He endeavours to organise and make easily available the widest 
possible range of resources for learning.
(e) He regards himself as a flexible resource to be used by the group.
(f) In responding to expressions in the classroom group, he accepts both
the intellectual content and the emotionalised attitudes, 
endeavouring to give each aspect the appropriate degree of emphasis 
which it has for the individual or the group.
(g) As the accepting classroom climate becomes established the 
facilitator is able increasingly to become a participant learner, a 
member of the group, expressing his views as those of one individual 
only.
(h) He takes the initiative in sharing himself with the group - his
feelings as well as his thoughts - in ways which do not demand or
impose but simply represent a personal sharing which students may 
take or leave.
(i) Throughout the classroom experience, he remains alert to the 
expressions indicative of deep or strong emotions.
(j) In his functioning as a facilitator of learning, the leader 
endeavours to recognise and accept his own limitations.
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Ciii] My professional development as a facilitator of learning is an • 
important strand permeating this research, providing, as it does, a 
sense of empowerment and self-esteem. It is linked strongly with my 
personal development. So, any systematic study that would result in 
additional knowledge and skills to help me do my job better would be 
bound to have immediate appeal and relevance for me as a reflective 
practitioner.
Civ] Reason (1988) sets out in his introduction, the statement that co­
operative inquiry, of which experiential research is one major strand, 
is a form of education, personal development, and social action. Such a 
tantalising claim seems worthy of systematic action and reflection given 
my role as a facilitator of personal and social development programmes 
in my college. I should like to direct the reader's attention to the 
fact that I use the terms co-operative inquiry, experiential research 
and experiential inquiry synonymously in the text.
Cv] Despite the fact that student centred learning has been regarded as 
a key element in the Youth Training Scheme [YTS], the Certificate of 
Pre-Vocational Education [CPVE], the Technical and Vocational 
Educational Initiative [TVEI] and the Business and Technical Education 
Certificate courses [BTEC], it remains the case that it is an area that 
has not been systematically mapped and tested out in FE classroom 
settings.
5
[vi] Further Education is under-researched in a full blown and 
systematic way and ITon-Advanced FE CMFE] education and training in 
particular has been ignored by educational theorists and policy makers.
Pratley suggested in the Times Educational Supplement (6th Nov, 1987) 
that FE:
has not been a field for prolonged academic study...it is an 
under-researched, insufficiently understood part of the 
education system, of which many policy makers have no direct 
experience.
Geoffrey Helling, Director of the Further Education Staff College, 
admits in the Coombe Lodge Report (1985), that his knowledge of FE 
nowadays is drawn from secondary sources - HKI, LEA personnel, DES and 
MSC officials - but:
very rarely the 22 hour per week lecturer who is actually 
teaching 16-19 year old students, and even more rarely the 
primary clients - the 16-19 year old students themselves.
(p. 353)
[vii] This project is an attempt therefore to redress some of the 
imbalance that has left FE relatively ignored as the Cinderella of the 
English educational research environment.
[viii] Much of the debate about experiential learning focusses on adult 
learning (Boud et al, 1985; Veil and McGill, 1989) and a recurring theme 
is one of healing the hurts from previous school experiences. Many 
adults remember these experiences as negative ones with the emphasis on 
"chalk and talk" and minimum attention paid to the affective domain and 
the real life experiences of the learner. Developing learner-centred
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approaches before adulthood would therefore seem to be a potentially 
valuable preventative as well growth enhancing measure.
1.4 OUTLINE OF THE APPROACHES USED
[i] The research aims were borne out of the realisation that I was 
facing a problem; how can I improve the process of education at my 
college, in what I found to be a learner-unfriendly environment? As far 
back as 1985, I wanted to demonstrate that a more humanistic approach 
would bring about increased learning effectivness.
[ ii] The stress in 1 humanistic" psychology is on expanding the 
potential of each of us to achieve more than we do and be autonomously 
interdependent with others. I provide below some of the conditions I 
believe are necessary to provide such an effect and that have 
underpinned the research activity. They are adapted from Eiben and 
Milleren (1976; pp. 2 - 3):
(a) that I should be striving towards developing intimate relationships 
with my students where both parties care about themselves as people 
and operate in an atmosphere where we are valued.
(b) that all individuals want to learn with the process of learning 
occuring in many different ways.
(c) that effective learning requires the involvement of the whole person 
- his thinking, feeling and active self.
(d) that learning occurs best when the learner experiences the least 
amount of personal threat and fear from external evaluation.
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(e) that the most significant learning occurs when the material/ski11 
being learned is seen as relevant to the learner.
(f) that the most significant learning takes place by doing and when the 
learner feels he or she is responsible for that learning.
(g) that people should be concerned about the world in which they live 
and should work to improve it.
Ch) that we should be as concerned as much with the process of learning
as the content.
Ciii] Starting with an initial design aimed at comparing the 
achievements of groups learning experientially with those who were not,
I was to find such an experimental approach inappropriate and unethical. 
This period, which I shall call Phase 1 lasted from 1985 to 1986 and 
involved a collaboration with a staff colleague. I shall say more about 
this episode when I come to discuss methodological considerations in 
Chapter 4. Since then I have worked alone as the main researcher 
utilising an experiential research methodology and adapting it into the 
format of an assignment based on co-operative and experiential 
principles. Phase 2 focusses on my work with YTS groups and Phase 3 is 
more concerned with BTEC classes.
tivl My socialisation as a new paradigm researcher is accurately 
reflected in Eeinharz's (in Reason and Rowan, 1981; pp. 417 - 432) 
model. She suggests the phases are the following:
(a) immersion in the dominant paradigm whereby the researcher makes a 
commitment to research in general.
(b) exposure to or awareness of problems in the traditional paradigm,
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leading to conflict about methods and crisis of commitment.
Cc) resolution of conflict by learning of new paradigm alternatives, 
developing an innovatory stance and receiving support.
(d) carrying out new paradigm research within a developing model of 
dialectical research practice and living and retaining one's 
commitment through a network of supportive and challenging 
colleagues who share one's outlook.
Phase 1 of my research resonates with points (a) and (b) whereas Phases 
2 and 3 have aspects in common with Cc) and (d).
Cv] What I mean by "new paradigm" might need some explanation here. Veil
and McGill (1989) conclude their book with a discussion about "paradigm
shifts" referring to the notion of paradigm as: "patterns of
assumptions, values, concepts, and propositions that underpin a
particular world view" (p. 266). Gilbert and Fjallbrant (1981) make the
point that the selection of a problem to investigate can only be
properly undertaken against a background of paradigm traditions. Cohen
and Manion (1980) explain that a paradigm:
expresses the configuration of beliefs, values, and 
techniques by which normal science is pursued. It represents 
the outlook and methods by which a discipline of study 
conducts its routine life, interprets data, and does 
research. A paradigm provides metaphors, analogies, 
explanations, and standards for solutions to puzzles, (p. 28)
In the "old" (Reason, 1988; pp. 9 - 14) paradigm, subjective experience
has no place in science. In the new, the ability to reflect critically
on subjective experience is vital. In the old, verification, measurement
and prediction have assumed a precedence over description and
alternative ways of experiencing and knowing. The detachment of the
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researcher from the subject is regarded as a strength of the old; in the
new, the mutual interaction of the researcher and the subject is
actively acknowledged. It is research with people rather than research
on people. The old paradigm was built upon the belief that knowledge can
be constructed piecemeal by reducing the whole into its component parts.
As Veil and McGill (1989) suggest, the new paradigm emphasises the
notion of wholeness through:
interconnectedness and interdependence of biological, 
psychological, social and environmental phenomena and the ways 
in which they impact upon our experience - at individual, 
community, social and global levels, (p. 267)
1.5 LAYOUT OF THE THESIS.
In Chapter 1 I have attempted to orientate the reader toward my central 
aim; that of wanting to carry out experiential research with young 
people in FE settings and I have provided some of the main 
considerations that have underpinned this purpose.
In Chapter 2 I locate my research within a local and national context so 
that the reader may appreciate some of the key issues surrounding my 
desire to enter the education and training debate. I provide a brief 
section on the college organisation and the particular learning climate 
that spurred on my desire to "change things around here". I refer to key 
members of staff, courses and agencies that are relevant to the research 
action, though using fictitious initials and names. I comment on what 
has, by design and necessity, had to be ignored in the thesis.
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Essentially it focusses more on the micro than the macro level. At the 
end of the chapter, I provide an historical snapshot in the form of a 
chronologically arranged table of decisions, events, twists and turns 
that I believe have been important milestones in the course of this 
investigation.
Chapter 3 discusses the main theories and arguments surrounding the 
issues of personal and social development and experiential learning by 
critically examining existing literature on the subject. Two major works 
are considered for special attention: Human Inquiry (Reason and Rowan, 
1981) and Human Inquiry in Action (Reason, 1988). These references 
contain examples of past experiential inquiry work which provide useful 
gauges for examining my achievements.
Chapter 4 goes on to discuss the methodological considerations that have 
guided the progress of the research. I spend some time writing about the 
philosophical basis for my using the experiential research methodology, 
and then go on to describe the practical issues for implementing it. The 
initial research method in Phase 1 veered toward the experimental design 
and I discuss what was lacking in this approach and why other 
qualitative approaches did not fit my needs as comfortably as the 
experiential research method. What constitutes experiential research;, 
the major features, stages of acting and reflecting and validity 
criteria are summarised. This chapter continues with a discussion of my 
adaptation of the research method into what I have termed the 
co-operative experiential assignment which I now use with BTEC students. 
I also refer the reader to a self pacing study guide that I have
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developed, aimed at supplementing the individual inquirer with the 
information and skills they might need in order to manage the 
experiential research process. I conclude the chapter by introducing an 
analytical method called Dynamic Conceptual Analysis [DCA] (Kontiainen, 
1991) for use with the case studies.
Chapter 5 is devoted to presenting the findings from the 3 different 
phases that make up the research venture. I present the results from a 
collaborative project which I undertook between 1985 and 1986 in which a 
colleague and I attempted to demonstrate the effectiveness of humanistic 
education approaches to the delivery of the craft curriculum. I draw on 
my colleague's and my reports to highlight the methodological shifts, 
management and organisational problems that characterised this phase and 
also mention staff and student reactions to what we were doing. The 
findings from the second phase are delivered against a background of 
political difficulties I encountered in implementing experiential 
learning strategies. I refer to 3 major case studies in which I 
intentionally initiated experiential research projects with the YTS 
trainees.
The BTEC phase [Phase 33 includes the findings from 8 case studies in 
which I introduced the notion of "research as learning and assessment 
programme" in the shape of the co-operative experiential assignment. I 
discuss reactions to the self-study booklet referred to above, 
introduced to enable greater flexibility and learning support. The 
findings from all 3 phases provide rich ethnographic data to illustrate 
the spectrum of possibilities derived from applying the experiential
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learning and research process with groups of young people in an 
educational environment.
Chapter 6 attempts to synthesize the data in order to address the 
questions of what constitutes experiential research in this type of 
educational setting. I also illustrate how the experience of working in 
this way compares with documented examples in adult settings. Drawing on 
Heron's extended epistemology involving propositi'onal, practical and 
experiential knowledge (Heron, 1981a) and Rowan's dialectical research 
cycle (in Reason and Rowan, 1981; pp. 97 - 101), I attempt to classify 
and locate my work within a range of teaching/research possibilities; 
carrying out experiential research with the students would be the most 
novel and radical of the possibilities. The analysis leads me to 
discover a number of parallel inquiries that had been developing 
alongside the core one; my development as a facilitator, as a person, as 
a main researcher and co-researcher. I attempt to bring together the 
main components that constitute experiential research projects into 
holistic models using DCA. A more personal and intuitive section uses a 
song to express some sense making.
Chapter 7 begins by returning to the path of explanation. I offer up the 
main achievements and suggest some shortcomings and areas that need 
further development, revision or modification. I revisit the signposts 
of Heron's (1981a) model of experiential research, aiming to guide 
others who might be considering setting out on a similar journey. 
Suggestions are made for extending the use of DCA into the area of 
identifying the major institutional factors that can help promote
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further embedding of co-operative inquiry into the mainstream 
curriculum. A strong case is made to link the findings of this research 
alongside two major developments taking place in FE: the growing 
interest in Flexible Learning and the introduction of the new competence 
based BTEC Common Skills. I devote a section to possible sources of 
criticism for the generally humanistic stance of my dissertation.
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CHAPTER TWO CQHTEXT
2.1 HISTORICAL AflD POLITICAL CONSIDERATIONS
C i] in the late 1970's it became clear that, with rising unemployment, 
young people had fewer opportunities to obtain the job of their choice 
or to change jobs to suit their changing needs. Therefore the FE system 
began to look more closely at its role in the preparation of young 
people for working life. This led to a variety of schemes, particularly 
those based on the document A Basis for Choice (FEU, 1979). At about the 
same time, the MSC (which changed its name to the Training Agency) 
introduced the Youth Opportunities Programme (YOP) to increase training 
opportunities for the young unemployed by providing them with on and off 
the job training. YOP was replaced by the Youth Training Scheme (YTS) in 
1983. A common feature of many of these schemes was the use of a 
vocational area to deliver a common core curriculum based on the 
development of generic and transferable skills. This "process-based" 
approach incorporates the elements of the common core curriculum of 
which learning from experience is considered, "a vital aim of vocational 
preparation because it is the way most of us manage to survive in an 
adult world". (FEU, 1981a; p. 23)
[if] The roots of my inquiry into group-based experiential learning 
with young people go back to 1983 when I arrived at a college of further 
education to take up my teaching post of Lecturer in Social and Life 
Skills on the YTS courses. I was responsible for delivering the Core
15
Studies component of the YTS "off the job" programme, and I was based in 
the Department of General Education.
[iii] By and large the content and style of General Studies teaching I 
was strongly urged to inherit in my new position was of a traditional 
type with an emphasis on a core syllabus extracted from A Basis for 
Choice (FEU, 1979).
[ivl Ethel Venables (1975) suggested some 16 years ago that :
if we genuinely want an education institution, a college for 
everyone, academic or not, we must start planning. Every 
college should have now, not two years hence, at least two 
members of staff (one would be too isolated) trained in group 
work and committed to the kind of social education 
already outlined...all the controversial and taboo subjects 
which are the fundamentals of personal and social life: 
politics; love, sex and family life; crime, violence and 
drugs; class divisions; values, religion and the worth of the 
individual, (p. 25)
I saw no evidence of developmental group work of the kind Venables
advises and Button (1978) describes when I joined the college. For was I
a trained group worker myself, though the seeds of interest had been
planted in my previous lecturing post. It was there that I befriended a
teacher with a social work background whose informal, group work methods
met with success with the often disaffected students.
[v] Other features of the educational culture which greeted me in my new 
post was the emphasis on teacher led activity and unilateral summative 
assessment; formal classroom layouts and an absence of any meaningful 
affective education. As I have already intimated, my understanding of 
group work, experiential learning and personal development was also
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extremely limited at this time but I did feel that the trainee should be 
at the centre of the educational encounter and not the teacher. I did 
want to offer a more person-centred programme than what seemed to be on 
offer within the existing General Studies repertoire with its emphasis 
on "coping skills" and the "world of work": job search skills, money 
management, legal rights and benefits, finding accomodation, health and 
welfare problems. I began to read books about these new areas and 
attempted often stressful and unsupported experimentation in my Social 
and Life Skills lessons.
Pfeiffer and Jones (1974); Johnson and Johnson (1975a, 1975b); Stanford 
(1977); Brandes (1979); Hopson and Scally (1980, 1981); and Button 
(1982) proved to be the most stimulating books I absorbed in this 
period, mainly for the many active learning exercises they contained. I 
felt that games and structured exercises would be a useful method of 
social education because of the way they use the social interactions 
within the group. Games are also fun which make them an enjoyable way of 
learning social skills. In addition, I thought learning by direct 
personal experience would have more impact on the learner than receiving 
knowledge second hand from the teacher.
2.2 THE COLLEGE AND ITS PEOPLE
Ci] The research was conducted in a further education college in a 
generally prosperous and predominantly white part of England. Exam 
results are generally above the national average and unemployment 
figures lower than in other parts of the country (1980's)-. When I began
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the study the departmental structure and sense of organisational 
hierarchy was very strong. Managerial styles varied from department to 
department according to the personalities of the department heads and 
the kind of activities in which they were involved. Some departments 
were highly authoritarian; others more participative. The creation of 
the senior management team soon brought about the implementation of 
cross college co-ordinators for activities that spanned different 
departments. The college was split into different sites and it was 
generally accepted by management and staff that the campus upon which 
this project was based was aesthetically unattractive. Some students and 
staff however warmed to the more informal atmosphere that characterised 
this, the older site. The college currently serves a population of over 
200,000, 36% of whom live within 10 miles of the college. The local area 
does not contain any large engineering or traditional heavy industry but 
there are a number of small firms manufacturing or using advanced 
electronics. The most significant areas of growth, however, have been in 
business and commerce, service industries and tourism.
There are 1600 full time students and 15,000 part time students. 
Surprisingly, the average age of the students is 26; the average age of 
all the staff - lecturing and ancillary, is 46.
[ii] I shall now comment on some of the key personnel and organisations
that have influenced the development of the college based research.
(a) During my first year at the college I became friendly with a
colleague in the Department of Technology, J G. Ve shared a desire to -
humanise what we thought was a rigid and authoritarian craft studies 
curriculum. It seemed a good idea therefore to collaborate and work
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towards merging the affective domain of the Social and Life Skills with 
the more cognitive domain which I perceived at being at the heart of the 
Principles of Electrical Installations; the subject area J G was 
responsible for teaching. Ve decided we wanted to find ways of covering 
the Principles syllabus in a more humanistic manner. This collaboration 
formed the substance of a research project comprising Phase 1.
(b) J G and I also obtained the services of an independent observer,
K V, who worked in the library and was to record her findings in 
monitoring the progress of the collaborative project in a report that I 
shall refer to later.
(c) Another initiative in January 1985 was to seek admission to the part 
time research degree programme at Surrey University. Before accepting 
the place at Surrey University I contacted other higher education 
establishments in the vicinity of my home and work to assess the 
suitability of their research programme in helping me develop theory in 
action skills relevant and focussed on my work role. The Human Potential 
Resource Group based at Surrey University resonated with what were then 
my tentative and embryonic aspirations to develop a personal development 
programme based on humanistic educational principles relevant to the 
needs of school leavers and young workers. The Project offered a sound 
and established educational and training rationale based, for the most 
part, on the tenets of humanistic psychology and firmed up with 
practical, skills based training workshops aimed at providing 
counselling, group facilitation and interpersonal training skills.
(d) The Client Co-ordinator for YTS provision in the college was R S, a 
senior lecturer in my department whose cross college function was to 
administer the "off the job" education and training for about 150
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trainees. He did not teach on the YTS programmes. These young people had 
been recruited mainly by a local managing agent based in town called 
Templeton Training. This organisation contracted out the off the job 
training and education to my college. Social and Life Skills formed part 
of this package that managing agencies at that time were obliged to 
provide in some shape or form.
Right from the start, R S, made clear his opposition to the amount of 
"discussion" that he had heard was taking place in my lessons. He 
maintained a highly directive, non participatory management role and did 
not welcome my attempts to get involved in any decision making related 
to curriculum development. He paid much attention to formal 
communication systems in the form of memos. As the investigation moved
into phases 1 and 2, my relationship with R S remained difficult and
sometimes stormy.
(e) The BTEC courses, on the other hand, offered more opportunity for 
innovation. BTEC place a great deal of emphasis on the personal and 
social development of the candidates within an active learning,
assignment based approach (BTEC, Oct 1986b). I was also working with a
team of teachers from "caring" backgrounds and therefore tending to be 
more sympathetic to personal development work with students. The BTEC 
and Health and Caring Courses Co-ordinator, H H, was particularly keen 
to promote group work, experiential learning and personal effectiveness 
within her courses and we established a very good rapport. The 
organisational climate in the Health and Caring Section; the BTEC 
guidelines for integrating process and product skills; the nature of the 
courses and the subject matter with which I was involved; and the 
positive encouragement from H M, all seemed to point to my undertaking
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research in conditions favourable to conducting experiential inquiry.
The content aims of the sociology component of these courses were broad 
enough to encompass student directed inquiries. For example the aims of 
the Health Studies one were to:
* familiarise the student with the process of human social development 
as revealed by the perspectives and research methodology of the 
social sciences.
* give an awareness of the significance of different social influences 
throughout the important stages of an individuals life.
* encourage the student to relate these social influences and stages to 
his/her own personal experiences and life situation (BTEC Standard 
Sociology Unit, 1989).
C iii] Of course, at the centre of the inquiry are the trainees and 
students themselves.
(a) I worked first of all with YTS trainees who were 16/17 year olds 
attending college for 2 days per week during the academic year and meant 
to receive on the job training at their work places for the remaining 3 
days per week. These schemes lasted for 2 years and the students were 
paid an allowance of £25.00 per week in 1985 rising to £30.00 a couple 
of years later. Attendance at college was compulsory and was intended to 
provide vocational qualifications and transferable skills in areas such 
as Numeracy, Literacy, Information Technology and Personal 
Effectiveness. I was responsible for delivering the uncertificated 
Social and Life Skills Clater called Personal Effectiveness] module 
within weekly timetabled sessions of 1-1% hours. The young people were 
generally white; grouped into gender typical vocational areas and
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qualified to lower GCSE standard CC-F3. Boys tended to work in
engineering, building and motor mechanics; girls tended to be training
in hairdressing. The results of a questionnaire I distributed to 129
trainees in the first week of the Autumn term, 1985 I see Appendix 1]
provide some useful biographical data with regard to their social values
and aspirations. Twelve [121 YTS groups completed the questionnaire. Of
the 129 trainees, 88 were male and 41 were female. Twenty five percent
of trainees found nothing positive to write about school and
approximately 30% expressed positive experiences. The remainder I would
suggest found school enjoyable in the following illlustrative ways:
having a good laugh with friends (respondent code number 
117)... some of the lessons, the recreation and where you 
were treated as an adult (109) and the things you could do 
after school and in school time (010).
The most common complaints about secondary school are represented by the 
following replies;
You could hardly do anything without getting told off 
(089)... being treated like a child (019)...they always treat 
you as though you're 5 instead of 15 (116).. .we couldn't be 
individuals (044)... rules concerning uniform, just items no 
one liked about school (108)... stupid, petty rules (117) and 
a good number of trainees wrote "Everything!!" and commented, 
It was boring (101)... I just hated it (054)... Rubbish, didn't 
like it, never liked school (129)...the teachers think 
they're always right, they're not (004).
I asked what were their favourite 3 T. V. programmes?
Eastenders was the most popular followed by Minder and other popular 
programmes were Only Fools and Horses, Miami Vice, Dallas, Dynasty,
Young Ones, Top of the Pops, Coronation Street and Lenny Henry.
I also asked what their favourite 3 records of all time were 
This question displayed the wide range of musical tastes of the 
trainees; reggae, soul, jazz funk, chart material, heavy metal, punk 
etc. Classical music was not mentioned. Madonna seemed to be the most 
popular artiste.
Question 21 asked: What sort of films and videos do you enjoy watching?
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Broadly speaking, the films most enjoyed were those containing horror, 
comedy and sex. The females preferring:
soppy sentimental ones with a story (031) and sad, weepy 
films (044).
The male responses were more typically:
any sorts but not romantics (101)... violent ones
(014)... comedy, sex and violence (024) and sexy, violent and
scary ones (091).
When asked to describe themselves in 3 words, those who responded seemed
to locate themselves in the following categories:
Psychological/Personality 84
enjoy a laugh (079)... outgoing, happy go lucky, caring
(007)... deep, shy and stupid (036)... quick tempered and 
unpredictable (035)... moody (081).
Physical/Body Image 10
blond hair, blue eyes, small (099)... tall, blond, handsome
(004)...dark hair, 5'4" (034).
Spiritual 0
Mixture. 1°
average looking, easy to get on with, like a laugh
(091)... tall, shy and chubby (044)... fun, good looking and
kind (017).
I would suggest that a figure of 50% seems accurate to describe the 
proportion of trainees with a positive self image from the responses of 
the questionnaire.
When asked what was difficult for them to do those who answered the 
questions responded:
Relax, sit still and concentrate. 6
sit still and do nothing (141).
Spelling 2
Reading 2
Writing 2
Drawing. 1
Maths 8
Expressing feelings, self understanding. 11 . .
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I can't express myself, especially my feelings (045)...show 
I'm happy when I'm so sad inside (049).
Relationships with family and avthQr.iix 7
sort out problems if I argue with my family (042)... 
admit when I'm wrong (118) ...trying to make people in 
authority (mainly parents) understand me (081).
Meeting new people, making friends. 12
adjust to a new place (082)... make friends quickly, it takes 
quite a while (040).
Handling money 3
Studying , 4
Other 5
Typical responses to the question asking them their views on the
teachers they like were:
are the ones who like me (004)... ones who are down to our 
level (008)... friendly and treats me as an adult individual 
(020)... is ones who are a good laugh (028)...gets in the same 
frame of mind as the pupils (096)...are the ones that don't 
treat us like shit (124)... is one who is a bit more than that 
(pupil/student oriented type) (021)... is someone who doesn't 
moan and whine (104).
And the teacher they dislike:
thinks he or she is it (083)... is a right misery (095)... is 
hard and got no spice (033)... baring, argumentative and pushy 
(038)...didn't understand me and never took the time 
(049)...the one that stands there with a long face and looks 
like a piece of cardboard (044)... shouts for no reason and 
doesn't know natural teenage instincts (123)... dislikes me
(003)... boring wet farts (024)...ones who think they own the 
place (012)...ones who think they can control me with force
(008).
I asked when they felt they learned best. They offered a mixture of 
responses:
when humour is involved (024)... humour is brought into the 
lesson (078)...I am happy and content (031)...I am enjoying 
myself (105)...I am not with many people (034)... when there's 
a small quiet group (048)... I put my mind to it (041)... I 
feel in the right frame of mind (096)... I am not tired
(113) ...I'm awake (035). . .when I do things my way
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(120)...the teachers just leave me alone (089)...like the 
person who is teaching me (004)...like the teacher and its a 
relaxed atmosphere (015)... something-that interests me 
(102)...I am interested in the subject (003)...I am on my own 
(087)... I am alone (053).
I asked them to complete the sentence: Sometimes when I think about 
myself I. . . :
65 left this answer blank.
6 think how fortunate they are; how good looking they are and how 
intelligent they are
5 fall asleep 
9 smile/laugh
4 wonder what their friends think of them 
40 want to change/ regret the past/ feel negative:
think I am stupid and selfish (081)... look at all my bad 
points (030)...feel sick (120)...get bored (038)... think how 
I could do better (016)... think I could be happier (042).
The trainees felt very positive about their work experience in contrast
to their comments about school. What did they like best?:
doing what you want to do (093)...you learn (055)...all of it
(114)... satisfaction (pride) (096)... its productive 
(107)...is feeling wanted and feeling belonged 
(031)... meeting your friends and different people (002).
I have corrected many of the spelling mistakes and grammatical errors
that featured in the questionnaire responses. The observer, K V, has
noted in her report how surprised she was with the low levels of
confidence and literacy that were demonstrated in the questionnaire
responses.
(b) BTEC First Certificate and National groups also tend to be comprised 
of school leavers with the latter requiring 4 GCSEs at grade C and above 
and attend college on a full time basis with intermittent work 
experience placements. The students in the Health and Caring courses 
tended to be female. Because of the full time nature of the BTEC course, 
there is an expectation that these students have a greater interest in
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and conformity to academic work and the classroom environment than the 
YTS trainees. This has been borne out in practice though I have not 
noticed any significant differences however in their general 
intelligence and abilities. My guess would be that the BTEC students 
would provide more carefully chosen responses and more formal language 
in addressing the sort of questionnaire I distributed to the YTS 
trainees.
The First Certificate course has been devised to form a positive base 
for those persons lacking the sufficient number of GCSE passes to go on 
to the National Diploma as well as provide alternative routes for entry 
to nurse training. Their work places were based in nursery schools, 
infants schools for able and disabled children and in rest homes for the 
elderly. The BTEC National courses also aim to provide a student 
centred, work related course ensuring the development of core themes, 
common skills and their transferability. The Health Studies course for 
example is designed to meet the student and employers specific needs 
locally and also to meet the professional entry requirements of national 
bodies e.g. English National Board. It also allows students with an 
interest in "caring" without a specified career to obtain a broad based 
qualification. The emphasis on core themes and common skills in addition 
to the personal development each student gains would allow them to 
choose between following a professional career or progressing to higher 
education at a later stage.
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2.3 YV.Y TMTRS AND EVENTS IB THE PROGRESS OF THE RESEAKCH
[i] It might also help the reader to see a chronological overview of the 
investigation in preparation for the ensuing discussion.
Table 1 CALENDAR OF EVERTS 
YEAR
1933 Arrived at the college to teach Social and Life
Skills
Desire to humanise the craft curriculum 
Friendship and collaboration with J G
1934 Ve decided to undertake collaborative research and
sought Academic Board approval [Dec]
1935 I formulated an initial research design and titled
it: "Affecting the curriculum; an inter­
departmental experiment in group based, experiential 
learning"
Approval given [July] and modest funds provided via 
FEU Experimental Colleges Project - start of Phase 1 
K V, librarian, joined as observer 
I started a part time research degree at Surrey 
University [Sept]
College project began with immediate problems
related to timetabling and management support
Distributed diagnostic questionnaire
I read Human Inquiry and became quickly
attracted to experiential research
[Nov].. .negotiated with J G and K V to start using
this methodology
1935 Doubts expressed about the direction of the project
and lack of results from college Steering Group and 
K V
First attempt to introduce experiential research 
with YTS Autoparts Stockhandlers - participant 
observation in another of their classes 
Other experiential learning work carried out in 
other classes
Analysing the questionnaire and finding it taking an 
inordinate amount of time
I wrote up the findings of the project which 
describes the rationale and process of changing the 
methodology; K V and J G's reports provide content 
Not well received by Steering Group because of lack 
of empirical results
End of FEU project. J G went to University to study 
for an M. A.
I attended a conference at Bath University titled
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"Emerging Approaches to Inquiry" and met with others 
who are carrying out experiential research inquiries 
[Sept], My first participation in a co-operative 
inquiry - Circle Dancing 
I continued my research alone - Phase 2: 
experiential research into Personal Effectiveness 
[formerly Social and Life Skills] with YTS trainees 
YTS Programme Review meetings [Feb] - mixed trainee 
reactions to my lessons
Co-operative Inquiry with a group of YTS 
Hairdressers [March - June]; My wish to develop 
a student-centred, experiential approach to 
Personal Effectiveness produced a clash with some of 
those administering the "official" syllabus 
Attended interpersonal skills and facilitator 
training courses at Surrey University 
Co-operative inquiry work into Stress and Fitness 
with two YTS groups. Human Inquiry 2 is published 
Continuing tension with those administering the 
scheme regarding the nature of Personal 
Effectiveness and how it should be delivered...the 
managing agents wanted it curtailed as a separate 
timetabled session
YTS Programme Review meetings [ Feb and May] - mixed 
trainee reactions to my lessons
I attended a second "Emerging Approaches to Inquiry" 
conference at Grimstone Manor [April]
Separately timetabled Personal Effectiveness 
sessions removed from the YTS off the job training 
for the next academic year
Began teaching BTEC Health and Caring, GCSE and 1 A 
level courses
Writing up research findings to date in preparation 
for submission as Ph.D. - I only had time to do this 
in the summer holidays [July-Sept]
Further work was found to be needed in the thesis 
more co-operative inquiry cycle work and 
restructuring the first draft [Oct]
Co-operative inquiry work with four BTEC groups; a 
colleague participates in one - Phase 3 
The introduction of my adaptation of Heron's model 
(1991a) - the co-operative experiential assignment 
Reworked thesis still incomplete because of 
insufficient analysis of data and unclear structure 
[Jan]
Co-operative inquiry work with two BTEC groups 
using the self-study guide as additional support 
Change of supervisor - April
Continuing restructuring and additional writing up - 
summer
Further analysis of findings using Dynamic Concept 
Analysis (Kontiainen, 1989, 1991) [Oct - Dec]
Hew co-operative inquiries underway with BTEC 
groups
A staff colleague began using co-operative inquiry 
with her BTEC students
lew guidelines from BTEC re: Common Skills offer 
support to the continued embedding of experiential 
learning and research C Oct]
1992 DCA continues into the fields of individual
achievement and institutional change
Co-operative inquiries continued
Self study booklet circulated to appropriate and
interested people
Major new draft produced
Fourth new paradigm conference in Stroud raises 
questions of developing a more intuitive and 
personal sense making process; something about 
making my mark on the data analysis; giving it my 
own voice
Informed at the end of September that thesis has to 
be submitted by mid-Movember. Shock! Panic!
Mew co-operative inquiries taking place in college - 
into Star Signs; monitoring Mental Health; Quality 
of Life; Family and Childhood.
29
CHAPTER THREE REVIEW OF LITERATURE
3.1 INTRODUCTION
[i] This chapter is divided into three sections. The first two deal with a 
critical review of texts concerned with personal and social development, and 
experiential learning. It was my interest in developing these areas at my 
place of work that triggered off my desire to undertake research in the 
first place. The third section homes in on Human Inquiry (Reason P. and 
Rowan J, 1981a); a text that has proved to be especially important in 
providing the theoretical guidelines of conducting group based experiential 
research during the three phases. With these factors in mind, I shall be 
addressing the following questions:
* What is meant by the terms, Personal and Social Development and how does 
the core skill, Personal Effectiveness fit with any descriptions?
What have researchers and writers had to say about personal and social 
education in FE colleges?
* What is meant by the term experiential learning and how has this been 
applied in FE settings to date? What is my understanding of the concept?
* What attracted me to new paradigm research and experiential research in 
particular as a solution to my self-set problem of facilitating a more 
student-centred curriculum in my college and communicating the results to 
others.
* What previous research has been carried out with regard to developing
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group-bassd. sxpsriGirfcia.l rossarcli with, school Isavsrs in FE.
In presenting this secondary data, I hope to demonstrate that my aims and
objectives fill significant gaps in the existing bank of knowledge. As my 
argument progresses in the ensuing chapters, I shall return to some of these 
sources as well as add new ones to support and challenge the developing 
results and analysis. I shall reserve a broader review and discussion about 
research methodology to Chapter 4.
3.2 PERSONAL AND SOCIAL DEVBLOPKBHL
[i] My reading indicated a paucity of information pertaining to empirical 
research into personal and social development with young people in FE 
settings.
David (1983) and Pring (1984) have written about the personal and social 
education curriculum in secondary schools but make only fleeting references 
to FEU and MSC initiatives. Mulligan (1985) provides an illuminating account 
of what constitutes "personhood" and goes on to describe the conditions he
feels are necessary to encourage personal development in educational
settings; namely, that educators need to be experienced and competent in 
their own personal and social development to the extent that they are self­
directing, self-monitoring and self-evaluating. They need also to be 
competent in creating and maintaining the conditions necessary for personal 
and social development. Finally, educators need to be competent agents of 
organisational change. He defines personal and social development as: .
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"concerned with the advancement of the person and society to a higher more 
complex or more fully grown state with respect to the following:
Personal:
Cl) self and individuality
(2) learning growing and development capacity
(3) needs and motivation
C4> potential
C5) awareness
C6) determination
C7) intentionality
C8) self direction and creativity
(9) values
CIO) rights and responsibilities
c m membership of the cosmos as a natural
whole.
Social:
living in an organised community e.g 
Cl) interpersonal/relating skills
(2) intergroup relating skills
(3) ecological interdependence
(4) environmental care
(5) exploration, consolidation and 
conservation, (p. 41)
His M. A. thesis contains autobiographical material which I feel adds to the
authenticity of his reportage and I was to follow in his footsteps with
regard to undertaking a self-development programme of facilitation skills
training at Surrey University. Although his work evolved from his experience
as a group leader in a "support unit" within the secondary education sector,
the style and content of his personal development approach, as described in
his dissertation, were to feature significantly in ray subsequent thinking.
In his project he was asking young people to learn:
from the raw material of their own experience which 
they themselves would have to process and organise 
and understand. The content was immediate; they were 
the subject of their studies, (p. 22)
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Mulligan's project, like my own, was trying to do something comparatively 
new. Both have attempted to shift the emphasis of what constitutes effective 
personal development away from the abstract information found in books to 
ways of generating meaningful content from the business of young people's 
own life experience. I felt my contribution to the field would add to 
Mulligan's account in two ways. First, it would provide more extensive and 
analytical data of researching the experiential classroom and, secondly, I 
would be attempting to conduct full blown co-operative inquiries with the 
students.
Cii3 A large proportion of the popular texts and materials concerned with 
Social and Life Skills/ Personal Effectiveness that I was receiving from 
publishers when I started my research provided tasks and assignments that 
may be best described as for the "world of work": job search skills, 
interview skills, money management including tax, state benefits and 
insurance, legal rights and responsibilities and self employment. Others 
incorporated aspects of finding accomodation, budgeting and health and 
safety. These fitted with the requirements of the formal syllabus that I was 
expected to cover at the college but were of little help in my trying to 
(jgvgiop the personal content of what the trainees brought to the classroom,
I felt that the civic studies-type material in the syllabus and in these 
publications was the stuff of their secondary school experience and 
therefore of lesser importance than personal and interpersonal skills 
training which, at the time, was not a regular feature of the secondary 
secondary school curriculum. If students wanted to find out about building
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societies and bank accounts then I felt confident they would go into town 
and collect the necessary leaflet(s). Besides, they would already have a 
bank account by the nature of their being on YTS; their weekly allowance was 
paid into their current account by the Managing Agent. The students 
confirmed this belief.
Brian Wilcox's and Sue Lavercombe's research project (ed Varlaam, 1975), 
albeit limited to 4 schools, indicated that most of the PFL [Preparation for 
Life] lessons tended to:
reflect a knowledge rather than a skills approach...schemes of 
work were set out more in topic than in skill terms...the lessons 
which we observed were ones in which content was explicit and 
skills, in the main, implicit only (p. 16)...many of the lessons 
involved pupils in copying notes and doing work sheet exercises 
rather than writing or talking about their own views and 
experiences, (p. 18)
Elaine Samuel (1985) also paints a similar picture in a survey she carried 
out in British schools regarding health education issues in which only a few 
of the teachers surveyed believed that they should engage themselves 
directly in the areas of attitudinal and behavioural change. Most felt that 
teachers should restrict themselves to imparting knowledge.
[iii] What systematic personal education that has taken place in colleges of 
further education has tended to appear under the umbrella of Social and Life 
Skills, Communications and General/Liberal Studies. And I have already 
stated that I felt that undue emphasis was placed on content rather than 
process. The FEU have published a couple of documents aimed at tutors with 
specific responsibility for developing Social and Life Skills
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(FEU, 1980a, 1980b) and a number of reports directed at Vocational ■ 
Preparation tutors generally who are more and more being expected to guide 
and counsel young people in their personal as well as vocational development 
(FEU 1982a, 1982b, 1983, 1985a, 1985c, 1985d). These FEU documents have 
tended to make recommendations for the kind of curriculum development I was 
pursuing but have lacked concrete examples of models and good practice of 
the type of innovation I was facilitating. For did they point out the lack 
of relevance and importance many vocational tutors attribute to personal 
development and affective education (Wilcox, 1986). Freshwater (1982) 
conducted a survey of FE lecturers' views on the identification of students 
learning needs with specific reference to pre-vocational courses and 
discovered, among other things, that social and life skills learning needs 
are assessed least frequently. Few FE vocational teachers, I contend, view 
personal development as a relevant issue on their professional agenda. A 
former Deputy Head of Technology in my own college stated that: "Personal 
development stops at 16. We're here to prepare them for work".
In 1986, the start of Phase 2, Social and Life Skills development, was the 
only credible part of the 16-19 pre-vocational curriculum that purposefully 
adressed the 'affect' (which I define as the emotions, motives and concerns 
that stimulate action), and I found no examples of empirical studies of 
personal and social development that had been carried out in FE 
institutions.
Civ] Hopson and Scally (1980, 1981) in the UK have done much to promote more 
active and process-based approaches to Social and Life Skills teaching in
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schools and colleges and their books provide extensive details of 
activities, exercises, reading materials and contact addresses for tutors 
and group leaders to use. Since then the discipline has developed myriad 
forms and styles (FEU, 1980; p. 17; Pring, 1984; p. 2) and has aroused and 
reawakened the ideological suspicion in commentators such as Davies (1979), 
Gleeson (1983) and Bates, Clarke, Villis et al (1986). The latter has 
suggested caustically that: "Social and Life Skills has as much relationship 
to life as art has to painting by numbers".
Critics have expressed doubts about the tendency of humanistic education to 
focus on self-actualisation which has the effect of encourging the working 
class "under-achievers" to blame themselves instead of the existing class 
structure for aspects of their continued personal under-developireRt.
The concern is that, increasingly, personal and social education approaches 
tend to adjust young people to the dominant norms of an unequal society 
rather than advocate the transformation of their oppressive realities.
Cv] Most of my references and practical teaching tips for facilitating 
personal development were drawn from mainly American humanistic educational
texts.
I have found the following to have been particularly useful: Rogers (1969); 
Weinstein and Fantini (1970); Stevens (1971); Johnson and Johnson 
(1975a, b); Canfield and Wells (1976); Stanford (1977); and Grandes and 
Philips (1977). They are practical guides for developing personal and 
interpersonal awareness and skills within sound humanistic theoretical 
frameworks. They contain many games and exercises that enhance the self-
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esteem and creative potential of persons. Stanford and Roark (1974) define 
the effective person as:
one who is able to cope with himself and his environment in self- 
satisfying ways and who exhibits a minimum of self-defeating 
behaviour, (p. 7)
Cvi] The MSC (1985) too have produced guidelines regarding its version of 
personal development:
Many people consider that Personal Effectiveness is the most 
important outcome of YTS. It is concerned with a person's general 
approach to situations and the success they show in achieving 
their objectives. It includes attitudes and motivation and a 
whole range of what are now described as "process skills"; 
planning, problem solving and communicating.
Confidence, initiative, responsibility and handling personal 
relationships are all parts of Personal Effectiveness. Developing 
Personal Effectiveness in trainees may be viewed as the process 
of becoming a mature and responsible adult.
It was these guidelines that I felt would provide me with the ideological
leverage I needed to justify my shifting the college syllabus toward more
process and affective educational goals. I was aiming to make the content of
the trainees life experiences the focus of my group sessions rather than
follow the objectives of a pre-determined syllabus.
3.3 EXPERIENTIAL LEARMIRQ
[i] Before starting this doctoral research, I thought experiential learning 
was simply "learning by doing" in the sense of grasping a skill, acquiring
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knowledge or adopting new behaviour by actively taking part in as real life 
situations as possible rather than by ”book learning" in a classroom 
setting. For example, in 1982, I was a course tutor for the YOP Retail 
Course at a college in East London. The full time MSC sponsored course 
lasted for 13 weeks and was intended to provide the unemployed school 
leavers with the necessary basic training to help them seek employment in 
the Retail and Distribution Industry. Rather than 'teach' them formally with 
the aid of text books, handouts and audio/visual aids, I thought it 
appropriate that they have "on the job work experience" 1 day a week and 
help operate a college based retail outlet called "YOP SHOP", which I set 
up, for another day a week. I worked singularly hard to effect this schedule 
for the trainees and met with an enthusiastic response from all, except, 
maybe, the trainees, that these indeed were practical and interesting ways 
of "learning by doing". What was so obviously missing from this approach was 
the lack of a reflective process whereby the learners could review what they 
were doing and plan for better experiences in the future.
[ii] On moving to the new college I had already started reading some group 
work books recommended to me by my colleague whom I referred to earlier. I 
chose Kolb's version of the experiential learning cycle (in Johnson and 
Johnson, 1975b) as an initial peg on which to hang my emerging thoughts on
the subject.
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Figure 3.1 Experiential Learning Cycle
concrete, personal 
experiences
personal theory to 
be tested in new 
situations
observation, reflection 
and examination
formulation of abstract 
concepts, rules and principles
/
This experiential learning model (Johnson and Johnson, 1975b):
emphasises directly experiencing what you are studying, building 
your own committment to learn and your partly being responsible 
for organising the conclusions drawn from your experiences.
(p. 7)
[ill] The FEU (1981a) offered a similar model to organisers of the then UVP 
(Unified Vocational Preparation) Scheme. Without using the word, 
"experiential", the author of the report, Geoff Stanton, suggests that the 
learning process should be considered as being in three phases;
The individual's experience needs to be followed by some 
organised reflection. This reflection enables the individual to 
learn from the experience, but also helps identify any need for 
some specific learning before further experience is acquired.
(p. 21)
Ways in which this process can be realised include (FEU, 1981a):
skillfully led discussions which enable participants to recognise 
and consolidate what experience has 'taught' them, and also lead 
them to identify what else they need to learn or to practice; 
project work derived from their current experience; games and 
simulations to provide opportunities for predictable learning 
outcomes; the teaching of specific problem solving techniques 
which can be applied to a range of situations, (p. 19)
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In many ways, UVP, which started in 1976, may be considered the forerunner 
of YTS with its emphasis on providing systematic education and training for 
those young people entering the workplace from school who in the past might 
not have benefitted from the support this transitional process aimed to 
provide (FEU, 1981a):
It is a scheme rather than a course because it is based upon the 
principle that experiences from which young people learn take 
place in a variety of contexts, and that this learning can be 
facilitated and extended by a variety of agencies. In so far as 
the distinctions are valid or helpful one might say that:
Social learning can take place in a vocational context, and 
Personal development in a social context;
Vocational performance is improved by personal development; 
Personal development accompanies the acquisition of a vocational 
skill; and so on. (p. 7)
Kershaw (FEU, 1981c) talks of experiential learning as:
not formally academic and usually takes place outside the 
college; develops the general education of the students; and is 
contained within students' programmes in such a way that they are 
guided to learn from it. (p. 4)
Though agreeing with the importance of the guiding role in the reflection
process, I take issue with Kershaw's emphasis that experiential learning
usually takes place outside of college. Much of my work with trainees, like
Mulligan's (1984) work above, aims to help them learn from immediate
experiences in the classroom in the form of structured exercises or as part
of the continual group interaction.
It was not enough therefore to send my students on work experience 
placements and get them to work in "YOP SHOP" as though the osmotic 
experience 'of doing' was sufficient in itself; a process of encouraging 
learning ' from doing' was also required.
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I contend that, of course people learn by experience, but I was not 
encouraging the trainee to learn from aware experience. There is an 
important qualitative distinction. I was not intentionally helping the 
trainees make sense of their work experience by asking them to consider 
their thoughts and feelings, before, during and after their experience. I 
was not asking questions about the positive and negative outcomes; how they 
dealt with them then and how they might deal better with them in the future. 
Vhat makes the experiential learning method different from traditional 
teaching is the way that facts are handled. The latter stresses facts are 
facts and somehow fixed and unalterable; the text book says so or I, as your 
teacher say so...there's an end to it. The facts are seen as central to the 
learning process and often delivered in a lecture style. A DES, HHI 
Secondary School Survey (1979) survey showed that:
much of the teaching observed in very many schools in the 4th and 
5th year consisted of highly directive teaching of examination 
techniques and the production of routine notes and exercises 
copied from the blackboard, from text books or dictated by the 
teacher.
It is a pedagogy which is essentially expository and based on what Freire 
(1970; pp. 45 - 46) calls the "banking" concept of education. The teacher 
deposits knowledge which the student passively receives, memorises and 
repeats. Facts are not seen as having to make sense and have meaning to the 
individual from his or her own peculiar standpoint. The learner is not 
required to feel that s(he) somehow "owns" the knowledge. Experiential 
learning, on the other hand, is seen not just as an accumulation and 
regurgitation of facts but as a way of making sense of the world from a
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personal vantage point. I have termed this process EDU-KB-CATIQff. As Harri
Augstein (1977) suggests:
For education to be an enriching experience the meanings that 
emerge must become personal and they must be significant or 
important in some part of the person's life. Meanings must also 
be viable...the viability of the personal meanings attributed to 
each depends upon how richly the individual incorporates them 
into his experience and tries them out in living, (p. 9)
[iv3 During Phases 2 and 3 then, I was viewing experiential learning as a 
means of personal exploration and the teacher's/ facilitator's role is to 
act as co-participant, friend and guide during this journey. The following 
diagram (Figure 3.2), which is an adaptation of the JQHARI WIBDQW (in Hopson 
and Hough, 1973; p. 149), helped me appreciate the potential of viewing 
experience from a multi-faceted personal framework. I could tap this source 
by drawing out past experiences in terms of assessing prior learning, 
engaging the students in the exploration of "holistic" here and now 
experiences as well as journey with them into fantasy activity of planning 
future experience.
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Figure 3.2 Johari Window adaptation
You know this You don1t know about this
about yourself
Other 
People 
know this 
about you
OPEN BLIND
Other
people
don't know HIDDEN UNKNOWN
this about
you
Open = information about ourselves we are prepared to share with
others; our interests and hobbies, some of our views and
attitudes, selected details of our past, immediate feelings and 
experience
Blind= we might see ourselves in one way but others may see us
differently; we might be unreal1stically optimistic or 
unrealistically pessimistic. We may not notice the consequences 
of our actions for ourselves and others
Hidden= things we are afraid to disclose for fear of being rejected, or
thought stupid
Unknown= aspects of ourselves that are unknown to us and others. They 
may emerge as we encounter new experiences and gain fresh 
insights
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Experiential learning techniques and strategies can help to develop existing 
personal knowledge as well as tap hidden or emerging forms of knowledge on 
the many levels of experience mentioned above. Traditionally, teachers have 
drawn on the trainees personal experiences to enhance subject matter 
learning (usually examination focussed material such as GCSE and GCE but 
also in BTEC). I wanted to reverse the process by utilizing any public, 
secondary source subject matter learning to enhance self discovery 
procedures. Adopting such a perspective would radically alter the 
teacher/learner relationship and the resulting educational encounters, 
giving primacy to the role of personal experience. Rather than deliver a 
lecture on Health Matters or Money Matters with carefully prepared secondary 
materials, I would first ascertain the types of problems and needs that 
trainees were coming with and then help provide the appropriate information 
and skills to satisfy those needs and resolve those problems.
Freire (1976) argues for a more "critical" consciousness-raising education 
than the process described above; an education which relates specifically to 
the cultural experiences of the educatees. Students are posed with problems 
facing them in their worlds and with their worlds that require dialogue and 
clarification with an educator. They become critical co-investigators and 
co-problem solvers of the issues and experiences that confront them; raised 
consciousness leading to action.
Much of my work with groups of trainees and students has tended to focus on 
our collaborating around personal, intrapersonal and interpersonal issues 
leaving the cultural action domain relatively ignored.
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[ v] The term, experiential learning, has been open to scorn from the 
traditionalists and greeted with enthusiasm by more progressive 
educationalists. The former argue that: "We've seen it all before in the 
60's; child centred learning and free for all discussions" but as Weinstein 
suggests (1970):
...reformers of that earlier day championed teaching based on the 
'needs and interests' of youngsters. In practice, however, 
teaching followed' interests' far more than 'needs'... and the 
progressive educators' preoccupation with interests and their 
reluctance to deal with needs led to misunderstandings and often 
ridicule, (p. 36)
Ciii] To summarise then, I have suggested that my reading in the early 
stages of the project focussed on the issues of personal development and 
experiential learning with young people. I was looking for ideas, policy 
statements, practical classroom tips and documentary evidence to give weight 
to my intention to shift the balance of the content-based, over-didactic 
Social and Life Skills/Personal Effectiveness syllabus toward a more 
experiential and process driven one. I was looking for evidence to support 
my desire to move away from a teacher-led, content-driven position to one of 
facilitating learning. I was not aware then of how both approaches can serve 
a supportive function in empowering learners and are not mutually exclusive. 
I surveyed the literature to ascertain whether my research aims had been 
applied elsewhere. FEU publications such as (FEU, 1982b) provided 
encouraging statements and policy initiatives for developing the curriculum 
in ways that:
enhance the readiness of students to learn in a self-directed 
way, in other words, to enable them to become progressively 
responsible for their own learning and development" ...and "use 
experience as the relevant starting point for structuring
45
learning, (p. 6)
But I could find no examples of any empirical research to show how this has 
been effected in college classrooms. The mainly American humanistic 
education texts provided a wealth of ideas and techniques for ”humanising 
the curriculum. The main texts dealing with experiential learning (Boydell, 
1976; Kilty, 1982; and Boud, 1985) focus on adult and continuing education. 
They provide useful theoretical frameworks but, again, do not provide blow 
by blow accounts of self-directed learning taking place in the company of 
younger students. And there have certainly not been any recorded examples of 
experiential research in action in my field of inquiry as I shall go on to 
explain in the next section.
3.4 BXPERIEFTIAL RESEARCH
til The major literary beacons against which I shall chart my passage 
through this inquiry and evaluate my progress is Human Inquiry (Reason and 
Rowan, 1981) and Human Inquiry In Action (Reason, 1988). They occupy an 
important place in the literature dealing with collaborative forms of 
inquiry work. The sources for thinking about and doing them are reviewed in 
a paper by Jerome S. Allender (1986) in which he discusses a wide range of 
non-traditional methods that address the issues of subjectivity and 
collaboration in research. He includes work from orthodox research, 
qualitative methods, humanistic psychology and action research. He reviews 
Human Inquiry (Reason and Rowan, 1981) as: "potentially the most influential
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addition to the literature" with its consistent concern for personal
integrity and social values within the entire research process.
The cover of Human Inquiry (Reason and Rowan, 1981) confirms this intent:
The book puts forward a new paradigm for the philosophy and 
practise of research which is collaborative and 
experiential. . . it is about "doing research with people rather 
than on people; it involves working with people so that they may 
discover some truth about themselves. In the view of the editors, 
the purpose of social science is to discover rigidities in social 
relations so that they may be transformed.
This radical realignment and restructuring of interests, philosophical,
political and methodological, necessitates fundamental shifts of emphasis in
the design and practice of research(er) behaviour.
Human Inquiry (Reason and Rowan, 1981) is divided into 4 sections:
philosophy, methodology, examples and directions and aims to provide the
student with a sound theoretical, ethical and practical grounding on which
to build their own inquiries. The other book provides examples of actual
projects utilising co-operative inquiry methodologies of one kind or
another.
The rationale for this sort of research is presented in an earlier paper by 
Heron (1971) as well as in Baud et al (1985) and Reason and Heron (1986).
[ü] Inherent in new paradigm research is the critique of traditional,
experimental research which is extensively summarised in Guba (1978); Reason
and Rowan (1981) and Lincoln and Guba (1985). Reason and Heron (1986) argue:
At the heart of this critique is the idea that orthodox inquiry 
methods are neither adequate nor appropriate for the study of 
persons, for persons are to some significant degree self­
determining. Orthodox inquiry methods, as part of their 
rationale, exclude the experimental subjects from all the ■ 
thinking and decision making that generates, designs, manages
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and draws conclusions from the research. Such exclusion treats 
the subjects as less than self-determining persons, alienates 
them from the inquiry process and from the knowledge that is 
the outcome, and thus invalidates any claim the methods have to 
being a science of persons, (p. 457)
[iii] My supervisor, back in 1985, was Dr James Kilty and he suggested I
read Human Inquiry (Reason and Rowan, 1981) in order to identify appropriate
qualitative methods for conducting humanistic educational research. Up to
that time I had planned to use a more traditional and experimental approach
and compare the benefits of using humanistic teaching methods selectively
among my student groups. I was preparing myself for a more quantitative
project by reading books on questionnaire design (Oppenheim, 1968);
conducting surveys (Hoinville, 1978) and experiments (Aspy and Roebuck,
1977). I say more about these methodological issues in the next chapter. But
suffice it to say that my reading led me away from the business of doing
research on students to attempting to carry out research with them.
Experiential research (Heron, 1981a; and Reason and Rowan, 1981; pp. 153 -
167) offered an alternative strategy to statistical-type investigations. The
latter held little interest for me and I preferred a descriptive and
interpretivist approach to what was happening in the classroom.
Experiential research seemed to gel with my desire to extend the
opportunities for student-centred learning in group settings in ways that
did not alienate subjects but actively encouraged their participation. Here
was a method of doing justice to the experience and action of self-directing
persons that the positivist methods did not. Heron (1981a) again:
The contribution of subjects to the research, propositions.- - 
hypothesis, statements on design and management, discussions on
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conclusions, and so on - may be strong or weak. It is strong 
the subjects are fully fledged co-researchers taking an equal 
part in the creative thinking that generates, accompanies and 
concludes the research. It is weak if they are merely consulted 
by the researchers about these matters for assent or dissent, and 
if dissent occurs negotiated until agreement is reached. The 
contribution of the researchers to the research, action aj-so 
be strong or weak. It is strong if they go thoroughly through all 
the prescribed stages of the action and are thus fully fledged 
co-subjects. It is weak if they only go through some stages and 
omit others, or do one or more stages incompletely. In the
+r^-mnnal model, of course, the subjects make no contribution 
to the research propositions, ie. they don t help to formulât 
the propositions; and the researchers make no contribution to the 
research action, ie. they don't do what the subjects do. (p.
I was particularly struck by the promise of informality in the propositions
that (Heron, in Reason and Rowan, 1981) "experiential research closes the
gap between research and real life" (p. 166) and that the human condition
itself is one of experiential research (Heron, in Reason and Rowan, 1981);
people meeting together and agreeing how to symbolise their 
experience, revising their symbolisations in the light of further 
experience and so on. (p. 166)
Vhat also attracted me to experiential research was the proposition that
persons learn about themselves and their interpersonal relationships as well
as learn practical skills such as group work skills. So, not only would the
research method be scientifically rigorous in terms of systematic
observation and public examination of ideas and predictions against
experience, but would also benefit the students' personal effectiveness to
boot; a marrying together of my roles and responsibilities as a
teacher/faci1itator and a researcher.
[iv] However, Human Inquiry (Reason and Rowan, 1981) proved to be a 
difficult read for me, especially the sections on experiential research. The
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language was complex and unfamiliar and I spent many hours trying to 
simplify and decipher it. The core value of conducting research 
collaboratively, experientially and in a way that empowers others helped me 
persevere. It did seem paradoxical, however, that the explicit liberationist 
stance of the text should be presented in such a highly academic and 
culturally exclusive manner. How on earth would 16 year olds cope with it? 
The book is aimed at psychologists, educationalists and other ists, not at 
YTS trainees and BTEC students. Examples of collaborative research projects 
in factories, Third World communities, prisons and university settings are 
noted but they involve adults in the roles of researchers and subjects.
There are no examples of collaborative research with teenagers. The sections 
devoted to experiential research are theoretical in nature and include only 
possible avenues for empirical testing. Ho case studies are given that 
explain how to do experiential research. A second volume, Huina.ii Inquiry In 
Action (Reason, 1988) does provide examples of 3 experiential research 
projects but, again, they bring together professionals such as doctors and 
educationalists.
Cv] Other aspects that concerned me on reading and digesting the text were 
concerned with whether I could, in practice, enter into genuine 
collaboration with students half my age; whether institutional support would 
be forthcoming; whether I had really absorbed and understood the theory and 
practice of experiential research; whether I possessed sufficient skills and 
"know how" to facilitate group based research; whether such new ideas would 
be understood by students and staff colleagues; and whether the time
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available on my timetable would be sufficient to enable any meaningful 
research to take place.
3 .5  SUMABX
[i] To summarise then, this chapter has brought together some of the key 
readings that guided me into in using newer paradigm research methods to 
systematically develop a personal and social development programme based on 
humanistic and experience-based principles. My literature review has 
indicated that experiential learning and personal and social development 
have received little attention from academic researchers, especially in the 
PE sector. It is an area worthy of investigation given the importance 
industrialists and educationalists attach to the notion of personal 
effectiveness. In discovering an appropriate method to explore the subjects, 
I believed that experiential research offered the optimum approach to 
honouring my role as a teacher cum researcher; where students would actively 
participate in developing a wide range of skills and accumulating useful and 
relevant personal knowledge.
I have tended to concentrate on the formative texts in this chapter. Other 
research sources were used during the investigation -and these are quoted in 
the ensuing chapters as the developing story unfolds. I shall now discuss 
the methodological issues of my attempts to implement experiential research, 
first with YTS trainees and then with BTEC students.
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CHAPTER FOUR METHODOLOGY
My research might be best seen as is in 2 parts and 3 phases which 
reflects the dialectical shift in my research thinking and action over 
the last 6 or 7 years.
4.1 PART l'- FIRST ATTEMPTS AT RESEARCH.
Ci] At the beginning I was concerned with utilising group-based 
experiential learning approaches with the young, craft trainees in my 
college. This was ostensibly a joint project with a colleague, J G, 
though the lion's share of the thinking, planning and design emananated 
from me. Ye shared a desire to humanise what we thought was a rigid and 
authoritarian craft studies curriculum. It seemed a good idea therefore 
to collaborate and work towards merging the affective domain of the 
Social and Life Skills with the more cognitive domain which I perceived 
at being at the heart of the Principles of Electrical Installations; the 
subject area J G was responsible for teaching. Ye decided we wanted to 
find ways of covering the Principles syllabus in a more student-centred 
way.
Ye were keen to find more active and co-operative ways of working with 
craft students and trainees who we felt were often the ignorant victims 
of the prolonged ideological war waging between the FE craft studies and 
liberal studies traditions (Gleeson, 1980). Although Gleeson and Mardle 
have thoroughly illustrated some of the historical tensions that have 
existed and continue to exist between the disciplines, they were unable
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to provide examples of co-operative and innovative work taking place. We 
hoped our collaboration would contribute to filling this gap.
Our intention was to set an example of good practice of curriculum and 
staff development by the mutual exchange of knowledge and skills in a 
spirit of inter-departmental co-operation. We wished to bridge this 
historic divide by integrating process and product learning and achieve 
what the Association of Liberal Education CALE) suggested (1985) would 
be the ideal: "a general education attitude built onto a trade training" 
within YTS delivery, (p. 17)
C ii] Our first approach to get support to begin a research project began 
as a presentation of humanistic educational objectives (see pp. 7 - 8 )  
to the college Academic Board in December, 1984. Agreeing in principle 
with our desire to develop experiential, group based approaches in the 
craft curriculum, the college FEU Steering Group requested more concrete 
details pertaining to aims, objectives, and research methodology 
including the constitution of the control and experimental groups. I 
responded, giving details of my initial research thinking at the time. I 
gave the project the title: Affecting the Curriculum; an inter­
departmental experiment in group based, experiential learning. I set out 
the following aims:
(a) to test the hypothesis that a group of 16/17 yr old YTS craft 
trainees who are permitted and even encouraged to function 
emotionally as well cognitively in a groupwork setting will benefit 
in their vocational subject matter learning as well as in their 
interpersonal skills development.
(b) to utilize experiential learning methods in pursuance of (a) and
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(c) to examine and record our attempts to bridge the historical divide 
that has developed between vocational and liberal studies which has 
been a marked feature of so much traditional FE (Gleeson and Mardle,
1980).
Although I began creating the research design to support our proposals,
I was still a newcomer to research methodology. The language of the 
memorandum, requesting details of the experimental and control groups, 
had the effect of steering me toward a design that was partly within an 
experimental framework in order to achieve aim (a) and partly 
descriptive to achieve aims (b) and (c).
The former approach would consist of a static group comparison. The 
control group and experimental group subjects could not be selected or 
assigned to groups on a random basis which would be necessary for a true 
experimental design. This would be outside our control, so we would have 
to rely on working with normal classes. But we did have to assume that 
our experimental group was equivalent to our control groups in all 
relevant respects apart from the treatment we were going to apply in 
terms of the humanistic approaches to delivering the craft curriculum.
An additional feature of my design was to administer a series of pre­
tests and post-tests to both groups over a period of time to observe any 
changes that occurred as a result of our treatment. Ve did not consider 
other alternatives within the experimental framework (Pope M. L., 1981; 
pp. 1 - 4 )  because there was not the time to do so.
[iii] Our first priority, we stated, would be to encourage a friendly 
and responsive group atmosphere where members felt accepted and relaxed 
and then introduce subject related games, simulations and role plays
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that would exercise their Electrical Principles learning and their 
personal development in tandem. Students, we believed, bring their own 
experiences to the classroom and we needed to utilise them in our 
lessons. Our aim was to try and create the conditions necessary for 
successful group work: namely a climate of trust, understanding and 
acceptance, good humour, open communication, effective decision making 
and conflict resolving procedures to be used flexibly depending on the 
needs of the situation; and, finally, the idea that each of us has a 
personal responsibility for the positive direction of his or her own as 
well as the group's progress.
Civ] The schedule, which I devised during the late Spring and early 
Summer of 1985, ready for implementation in September 1985 was as 
follows:
Ve would aim to work within a traditional research setting utilizing 
control and experimental groups to test out our hypotheses. The 
experimental group would be jointly taught and the results of our 
interventions compared with other similar but 1 untreated craft groups. 
Ve assumed that the age, academic and social profile of our experimental 
group would be representative of first year craft groups as a whole so 
that reliable and generalisable conclusions could.be made. Ve aimed to 
assess the success of the project by obtaining oral and written feedback 
from trainees, course tutors and employers alike, expecting comments 
pertaining to examination success, increased personal and interpersonal 
awareness, a more independent and active approach to learning and a . 
strong sense of team-spiritedness.
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It seemed particularly important to me that our experimental group was 
"representative" so I put together a programme of diagnostic measures to 
verify this concern and mapped out the following timetable of events:
(a) In the first week of the autumn term 1985, we would distribute 
personal questionnaires [see Appendix 1] to all YTS craft trainees 
beginning their off the job training at the college in order to 
assess the commonality or otherwise of the groups attitudinal, 
social and academic backgrounds. I wanted to make sure that the 
Electrical Installations group we intended to work with as the 
experimental group was representative of the YTS population in the 
college as a whole in terms of academic attainment, social 
backgrounds, attitudes to school, life and learning in general. I 
formulated the questions and designed the booklet from ideas 
gathered from Oppenheim (1968) and Johnson and Johnson (1975a, b). A 
colleague in the computer section had agreed to analyse the 
numerical data which was to be collected; J G and I were to analyse 
the more descriptive data.
(b) In the second week of term we would film as many groups as we could 
undertaking a group problem solving activity in order to assess 
existing levels of group development and interpersonal skills. This 
model building exercise was adapted from Pfeiffer and Jones (1972) 
and
(c) In the third week, follow with a filmed unstructured group 
discussion with the researchers acting as non-participant observers; 
again to diagnose the existing levels of student group interaction 
and capacity for self-management.
56
Having observed and recorded these YTS craft groups in various 
interactive exercises and having established some numerical and 
statistical data pertaining to "representativeness", the intention was 
to set about developing our experimental group's group effectiveness 
using techniques and strategies drawn from such sources as Pfeiffer and 
Jones (1974-84) ; Stanford (1977) ; Brandes and Phi 1 ips 1981 ) and Hopson 
and Seal1y (1981). Stanford was a particularly important influence on 
the group work model I wished to use in the research. His book provides 
practical advice on developing effective classroom groups through 
structured exercises, believing that a group cannot develop simply by 
having the teacher model the desired behaviour. Stanford (1977) 
identifies 5 stages through which he observed a sample of American high 
school groups developing:
(a) Stage 1. Orientation.
(b) Stage 2. Establishing norma.
(c) Stage 3. Coping with conflict.
(d) Stage 4. Productivity.
(e) Stage 5. Termination.
Stanford (1977) presents a rationale for his model in his Appendix (p. 
280). It bears a close resemblance to Tuckman's (1965) model. The 
latter surveyed varieties of group life in a series of 50 academic 
articles. He found that researchers agreed that most groups go through 
stages of development he termed - forming, storming, norming and 
performing. These are roughly equivalent to Stanford's - orientation, 
coping with conflict, establishing norms and productivity stages, 
Stanford emphasises that the stages are arranged according to a rough 
time sequence but it is not a schedule to be maintained at all costs.
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Bor does he suggest that the model indicates a neat and orderly process. 
A more proper way of understanding the model would be to think of the 
process as cyclical as well as sequential. Every problem or concern that 
the group faces, or skill that members develop, plays a part in some 
later stage of group life. Stanford provides the example of climbing a 
spiral staircase. The students come back to the same issues but each 
time at a higher level.
[ v] At the end of each term we would assess the success or otherwise of 
the measures in relation to the research aims and objectives by again 
facilitating similar diagnostic activities with the original groups. A 
college library assistant, K V, had agreed to act as an independent 
observer for the duration of the project and thus monitor the progress 
of the inquiry and any changes that were taking place in the trainees 
learning and behaviour.
J G and I would also keep a research diary to record on going research 
activity and gather data pertaining to meeting the objectives. We would 
collect evidence from video and audio recordings and informal interviews 
with staff, students and employers.
[vi] The college based Steering Group, which had been responsible for 
gaining access to the FEU’s Experimental Colleges Project would continue 
to function in a guidance and monitoring capacity. A sub-group of the 
main steering group would act as a liaison section and provide support 
for and communication with us. We were provided with modest funding but 
there was no remission from our 21 hour class contact timetables.
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4.2 PROBLEMS WITH THE TRADITIONAL DESIGN.
Ci] The familiar quotation from Burns;"the best laid schemes o' mice and 
men gang aft a gley" was never truer as we set off to give curriculum 
development a nudge.
In the last weeks of the summer term 1985 it was decided that a YTS 
Electrical Installations craft group would not be run in the academic 
year 1985/86 as there were an insufficient number of interested 
students. This presented us with an immediate problem; the possibility 
of satisfying the improved subject matter learning hypothesis could only 
be realistically tested if J G was involved in an area of subject matter 
learning where he had a particular expertise, namely Electrical 
Installations. If the research had to focus on another group who were 
not electricians it would be starting from a position of considerable 
disadvantage. In addition to this, the degree of free access and freedom 
which we would have enjoyed would be greatly curtailed. It would also 
not be possible to ensure that only other members of staff who were 
sympathetic towards the aims of the research could be involved. Indeed, 
involvement with a non electrical group would require us to negotiate 
access, cultivate a measure of goodwill and possibly modify activities 
if it did not meet with the approval of whatever section of the 
Technology Department was prepared to accommodate our needs. The 
research programme therefore needed to change in one of two ways:
(a) to focus on a non electrical YTS group and accept a diminished
possibility of meeting the hypothesis relating to improved subject 
matter learning.
Cb) to carry out the research on a traditional electrical craft group
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rather than specifically a YTS electrical craft group, which 
although still viable would be contrary to the original research 
proposals. It would be problematic, given our concern for validity 
and "representativeness".
The second alternative also raised strong objections from J G's Head of 
Department and with the lecturer who had overall responsibility for the 
Electrical Installations Section. The essence of their objection was 
that electrical craft groups were examination classes and as such should 
not be the subject of research activities.
Vhat followed on from this is a catalogue of incidents revolving around 
changes to J G's timetable and expressions of management's discontent in 
the Department of Technology about research taking place there. I shall 
not go into detail here and refer the reader to my colleague's 
dissertation (Grim, 1988; pp. 64 — 65; 122 — 124). Suffice it to say 
that we ended up team teaching a group unconnected with Electrical 
Installations; YTS Autoparts Stockhandlers. The main thrust of our 
intended project was therefore blighted from the start and signalled, in 
a sense, the end of a pre-determined, unilaterally conceived research 
design and the birth of a less structured but, arguably, more responsive 
research activity.
[ü ] Another event occurred that led me to doubt the methodology. My 
decision that we, as the researchers, act as non-participant observers 
in all the classroom discussions during the diagnostic phase in order to 
assess their current self organising capacities and maintain an 
'objectivity', left trainees anxious and confused. J G, K V and I all
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felt uncomfortable observing the trainees floundering about seeking some 
sense of safety and security.
4.3 THE 1 SHIFT” AWAY FROM THE INITIAL DESIGN BEG IKS.
[ f] The methodological shift accelerated when I started reading Human
Inquiry (Reason and Rowan, 1981) and identified with many of the
objections to positivist research (pp. xiv - xvi) noted there. By
positivism I mean the view that the only true knowledge is that which
can be observed and measured. This research paradigm is rooted in the
physical sciences and involves (Elton and Laurillard, 1979):
the analysis of complicated situations into component parts, 
followed by the controlled variation of single variables 
leading to a better understanding of each separate part and 
finally the reassembly of the parts into the original whole 
with increased understanding, (p. 89)
This reductionist approach is inappropriate to the complex and holistic
conditions within the classroom and wider college environment where
social interactions cannot be neatly controlled and situations taken
apart, examined under laboratory conditions and put together again. As
Cronbach (cited in Elton and Laurillard, 1979; p. 90) suggests: "Once we
attend to interactions, we enter a hall of mirrors that extends to
infinity".
So rather than seek to reduce classroom behaviour to generalisable laws 
that result from close attention to and management of antecedent 
conditions and reliance on the measurement of controlled variables, 
Cronbach rejects the purely statistical approach. He proposes therefore 
that the researcher fully describes and accounts for what happens in
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context rather than seek generalisations from isolated individual
components. The researcher will give attention to whatever variables
were controlled but also describe the uncontrolled conditions and events
as well. Parlett and Hamilton (in Parlett and Dearden, 1981) argue that
the complexity of the classroom requires a methodology that allows the
focus of the evaluation to develop as the study proceeds. They argue
against a pre-ordinate research design because it may neglect those
uncontrolled conditions which provide the most effective understanding
of the students behaviour. My original research design above was hastily
constructed along the lines of an agricultural-botanical type evaluation
as described by Parlett and Hamilton (in Parlett and Dearden, 1981):
an assessment of the effectiveness of an innovation by 
examining whether or not it has reached required standards on 
pre-specified criteria. Students, rather like plant crops, are 
given pre tests (the seedlings are weighed and measured) and 
then submitted to different experiences (treatment 
conditions). Subsequently, after a period of time, their 
attainment (growth or yield) is measured to indicate the 
relative efficiency of the methods (fertilizers) used. (p. 11)
4.4 METHODOLOGICAL ALTERNATLYBS-
[i] Gilbert and Fjallbrant (1981; pp. 28 - 30) suggest a holistic 
approach to understanding complex situations; one that has the following 
characteristics. It would be:
(a) problem-centred so would focus on matters of direct concern to the 
real world.
(b) practitioner-oriented so would produce results that would be useful 
to practitioners in the field.
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(c) cross disciplinary and therefore would use models from a variety of 
disciplines.
(d) methodologically eclectic and therefore would include a variety of
experimental approaches.
(e) heuristically organised so the design of the research would evolve 
as the nature of the phenomenon became clearer.
(f) interpretative so would be less interested in seeking cause and 
effect relationships than describing the system of relationships in 
terms of underlying structures on which the observed situations are 
built.
[ii] I felt ethically and philosophically uncomfortable with a research 
model that was to "nourish" one group of trainees (experimental) with 
the fruits of our innovation whilst depriving the other groups (control) 
we taught. I began to realise that the methodology was antithetical to 
the broader philosophical and pedagogic aspirations that prompted the 
decision to conduct research. The original research model, whilst 
attempting to be objective, impartial and based on fact, was beginning 
to reflect the authoritarian and unilateral control inherent in 
traditional education. Instead of teachers/lecturers deciding on student 
objectives, course designs and methods of assessment and evaluation, we 
had become researchers imposing a research design on subjects who had 
not been properly consulted about the aims and objectives of the design 
format. Nor were they playing an active role in the evaluation 
procedures. Research was being done on and to them and not with them,
All that they could have been aware of was that a couple of teacher- 
strangers wanted personal information about them; wanted to test out a
63
theory involving the application of certain procedures, of which they
had little comprehension or interest, that over time would affect them
and not their friends in other comparable vocational groups. The
distinction between the "control" group and the "experimental" group in
this sense becomes an artificial one; they are both "controlled". As
Heron (1981a) statees:
For persons, as autonomous beings, have a moral right to 
participate in decisions that claim to.generate knowledge 
about them. Such a right... protects them...from being managed 
and manipulated...the moral principle of respect for persons 
is most fully honoured when power is shared not only in the 
application...but also in the generation of 
knowledge. . . doing research on persons involves an important 
educational committment: to provide conditions under which 
subjects can enhance their capacity for self-determination in 
acquiring knowledge about the human condition, (p. 30)
Ciii] A good deal of educational research is of an ethnographic nature. 
Hammersley and Atkinson (1983) define ethnography (or participant 
observation, a cognate term) as:
simply one social research method, albeit a somewhat unusual 
one, drawing as it does on wide range of sources of 
information. The ethnographer participates, overtly or 
covertly (my emphasis') f in people's daily lives for an 
extended period of time, watching what happens, listening to 
what is said, asking questions; in fact collecting whatever 
data are available to throw light on the issues with which he 
or she is concerned, (p. 2)
Whilst I acknowledge that ethnography is less pre-conceived than
experiments in design and more eclectic, flexible and reflexive in
method, I still feel that the "subjects" are alienated by the
researcher's endeavours. The researcher's anxiety "not to go native"
contributes to inevitable distancing from "real" social relationships
which are to do with trust building, friendship and most importantly,
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reciprocity. I define the latter term as a mutual interest in the 
outcome of an activity or relationship; it implies giving and taking and 
sharing of power and control. Reciprocity is an effective way of 
gathering data because the researcher moves from the status of stranger 
to friend and can therefore gather richer and more intimate data. The 
ethnomethodological approach is suggested by the title of Agar's book 
(1980), The Professional Stranger and implies, for me, a non-dialogical 
and non-reciprocal position for gathering data. A stranger, after all, 
is defined as "a person entirely unaccustomed to some feeling or 
practice or experience" (Concise Oxford Dictionary, 1976), so any 
findings resulting from interactive research with persons will tend to 
be objectified and reified.
Pollard's Ph.D. (in Burgess, 1985a) consisted of him carrying out an
ethnographic study of his own school in order to analyse the
perspectives of teachers and children in the final year at an 8-12
middle school and how they "coped" with school. How he "coped" with/in
the research is, of particular interest to me and I take note of his
admission that he (Pollard, in Burgess, 1985a):
finds it hard to comment in detail on how the "type of person 
I am" affected the research, although I am sure it did; 
indeed, it was my deliberate intention to use my "self" as a 
tool in the research process (p. 231)
And he appears apologetic for his "self-indulgence" in mentioning
aspects of his "personal infrastructure" (Pollard, in Burgess, 1985a)
which he regards as methodologically important such as:
the consciousness raising impact of my first degree and the 
maintenance of this consciousness through my marriage...my- 
earlier upbringing and socialization within a comfortable, 
middle class family of Vest Country entrepreneurs...more 
crucially, my fairly easy going personality. ..enabled me to 
establish rapport with the people in the study quite
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quickly, (p. 231)
He identifies the last factor as one with which he needs most feedback 
as researcher (Pollard, in Burgess, 1985a):
the interpersonal relationships between researchers and the 
researched would make a fascinating topic for study in 
itself, (p. 231)
Indeed it would and has to be if he is to avoid presenting, as Heron
suggests (1981a):
a set of alienated statements hanging in an interpersonal 
void: statements about persons not authorised by those 
persons in relation, (p. 24)
Pollard (in Burgess, 1985a) was not fully frank with colleagues with
respect to data gathering. Although they knew he was conducting research
and was interested in their views, they were not aware:
of the specific way in which their perspectives were being 
recorded in my notebooks or of the interpretation and 
analysis to which the data would later be subjected, (p. 224)
This semi-covert type of field work raises the kinds of ethical problems
and methodological distortions that affected my colleague's write up
(Grim, 1988; p. 135); where the unauthorised statements of colleagues
are included uneasily in what was genuinely intended to be an open and
negotiated inquiry.
4.5 PART 2 - THE EXPERIENTIAL RESEARCH METHOD.
Ci] The stages of the experiential research process would consist of 4 
phases of action and reflection (Heron, 1981a; pp. 4 - 6 )  in which I, 
as teacher, would become as equal a participant as possible in a matter 
of mutual concern with the 16-17 year old students or trainees.
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We, the co-researchers, would agree on an area for inquiry and discuss 
initial research propositions. We might choose to explore some aspect of 
our everyday experience (what happens when we experience authority; 
stress in the classroom or everyday life). Or we might agree to try out 
in practice some particular actions or skills (problem solving, 
confidence building skills or managing our time better). We would also 
agree to some set of observational and recording procedures to gather 
data.
[ii] The second phase would require us as co-researchers and as co­
subjects to apply these mapping and /or developmental procedures (ab 
work or together in the classroom) and, after a given amount of time, 
feed back our experiences when we met again as a learning group in the 
classroom. At this stage, we would need to be particularly alert to the 
subtle phenomena of the experience. How does the experience match our 
original ideas? This is practical knowing and the skills of 
"mindfulness" and inner alertness (Heron, 1981a, p. 9) are important 
here. After our classroom discussions in pairs, small and plenary 
groups, initial hypotheses might undergo modification, change or 
rejection. In this and the following stage we would notice how the 
hypothesis or initial ideas fell short of accounting for what we were 
actually doing and experiencing.
Ciii] In the third phase, we, as the co-subjects would try and become 
fully immersed in the research activity and experience and try to be 
fully open to what was happening in the encounter when applying the 
procedures. We would try to "bracket off" or hold in suspension any
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prejudices or preconceptions of what we thought might happen and 
experience the experience afresh. This stage is fundamental and involves 
mainly experiential knowing. Reason and Heron (1986; p. 460) advise us 
that we might even forget why we were doing the research or become bored 
with it. Ve might forget or fail to carry out and record the agreed 
procedures or we might happen on unexpected and unpredicted experiences.
Civ] In the fourth phase, after an appropriate period involving stages
(2) and (3), we, as the co-researchers, would consider and discuss our 
original propositions and ideas, take account of modifications from 
stages (2) and (3), then formulate final conclusions. They might be to 
accept some or all of the hypotheses or reject some or all the initial 
research propositions. Ve might wish to evaluate the research process 
and its impact on the research conclusions. These statements would lie 
in the realm of prepositional knowing. Ve might want to propose further 
hypotheses and/or future modifications to the research procedure for 
subsequent testing,
Cv3 An important strand in this thesis is the development of what I have 
termed the co-operative experiential assignment, fully described in 
(Appendix 6). I have adapted the above methodology as means of 
conducting project work with BTEC students. The reader may want to 
glance at the other features of the assignment in the study guide but I 
shall delay further discussion on this matter till the end of the 
chapter, after I have addressed data collecting methods and validity 
procedures.
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4.6 mr.T.KCTITO DATA FOR EXPERIENTIAL RESEARCH ~ PHASE.,2.
Ci] By the üew Year 1986, I was just beginning to read and partially get 
to grips with understanding the above procedures C4.5 i-iv3. So my 
strategy with J G was to continue working with YTS Stockhandlers, and 
another group, a YTS company sponsored scheme and apply, when we could, 
experiential research rather than experimental research methodology to 
the research problems we had set ourselves. We both felt we needed to 
continue the group development exercises but I became less concerned 
with verifying the original propositions in any measurable format. My 
concerns were to learn how to apply the new methodology.
The data collection method I planned to use was a daily research diary, 
catalogued to enter in it everything that seemed of interest or 
importance to the broad areas I was inquiring into: personal 
development, group work, research methods, experiential learning and 
research, attitudes of other teachers, comments from students and 
trainees. It was, on reflection, a loosely structured device for 
monitoring, what felt at the time to be, a sharp learning curve. I hoped 
that in accumulating a wide range of observational data and 1 reading on 
the hoof", more appropriate methods of recording data would present 
themselves.
[Ü] i expected to communicate my findings in the shape of the case 
study method despite the reservations raised earlier [4.4 iiil regarding 
possible subject alienation. It would provide a vehicle in which to 
communicate the descriptive data. It would enable me to observe the 
characteristics of my classes in such a way as to look deeply and
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analyse the complex phenomena that make up group life. Formally the 
inquirer using the case study method would wish to establish 
generalisations about the wider population to which that unit belongs 
but my intention was more to describe and interpret, knowing full well 
that my conclusions in each phase of the research would be working 
hypotheses to be tested again in the next encounter and again after 
that.
The principal type of observation was to be participant observation. I 
was not aware at the time of William Torbert's (1991) delightful phrase, 
"observant participation", to express a more open yet purposeful way 
that researchers can pay attention to the behaviour of groups with which 
they are associated as active participants. I intended to engage in the 
very activities I was setting out to observe. The case study method 
would be more appropriate to my aims of working with groups than the 
experimental method which I had started out with Phase 1. The case study 
method allows for observation on non-verbal behaviour which other 
methods are less suited to. The case study also allows the investigator 
to observe ongoing behaviour over an extended period of time, thus 
allowing informal and intimate relationships to develop in natural 
settings. Critics might say that the accounts that emerge from the case 
study method and participant observation studies are often: subjective, 
biased, impressionistic, idiosynchratic and lacking in the precise 
quantifiable measures that are the hallmark of survey research and 
experimentation. How do we know, they might argue, that the researcher 
who becomes integrated in the group he is studying has not "gone native" 
and lost a critical perspective towards the research problem?
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Ciii] I attempt to fend off these challenges in the next section but 
summarise the argument up till now. I have discussed how the initial 
design was an ill-fitting one. It arose more from wishing to give the 
college steering group what I thought they wanted, namely, an 
experimental design, than from a desire to explore, describe and 
interpret complex classroom encounters. On reading Human Inquiry (Reason 
and Rowan, 1981), I discovered that more interactive approaches were 
possible that integrated scientific inquiry with personal and social 
development. Hew paradigm research provided the permission I needed to 
be non-statistical/non-numerical yet retain a rigorous scientific 
method.
Experiential research (Heron, 1981a), in particular, emerged as the 
dominant method by which I would cultivate my research. It provided me 
with a framework within which I could pursue my work as a facilitator 
and a researcher working collaborâtively with others in exploring our 
lives and learning. It seemed to me that all parties would benefit from 
trying out the method. The students would learn new personal and 
interpersonal skills in creating and managing self-directed inquiries 
and I would be able to record and analyse all this hard work into the 
format of this thesis.
4.7 VALIDITY ISSUES - ITOQDVCTIQK
Ci] What one does with the findings of an investigation; how they are 
treated is extremely important in conventional positivist inquiry. 
Establishing bases of trust for the authenticity of outcomes is equally
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important for postposltîvist inquiry (Lincoln and Guba, 1985; p. 28 
33). The authors present contrasting axioms of the two paradigms 
(Lincoln and Guba, 1985; pp. 37 - 38). In positivism, there is a single 
reality consisting of parts that can be observed, objectively by the 
neutral observer. In the latter paradigm, realities are many and 
holistic and the relationship between knower and known is in a state of 
constant flux. Inquiry can never be value-free.
I shall now debate validity issues within both paradigms in order to 
establish the criteria that underlines the developing process of my data 
collection and analysis. The term "data" refers to the information 
collected by researchers with the aid of instruments, tools and 
techniques. Data provides the basis for decision making whether 
positivist hypotheses can be proven or post positivist interpretations 
be considered more or less truthful.
4.8 VALIDITY ISSUES - POSITIVISM AFP EPSTPPglTIVIStt
[i] The positivist researcher gathers data in the belief that there are 
general and universal laws determining social behaviour. 2(he) would use 
the data collected to check out his or her hunches about an objective 
reality and truth. The data collected is described as objective, 
quantifiable, verifiable and replicable. The conventional inquirer would 
approach the investigation as though it were an experiment so that any 
data collected would be the result of the measurement of controlled . 
variables in a stable environment. I mention earlier how these notions 
derive from a physical scientific background.
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[ii] The postpositivist inquirer would find the concept of treatment 
quite foreign as it implies some kind of data manipulation on his or her 
part. Observations would not take the form of stable cause and effect 
relationships believing as s(he> does in the context bound and fluid 
nature of real-life situations. Whilst the positivist researcher is 
concerned with gathering data from the outer social world and explaining 
behaviour from a position of neutrality and objectivity, the latter gets 
involved in the inner reality of those he participates with in the 
study. . . observant participation. In traditional research, data are 
always data for some pre-set hypothesis or other; their meaning is 
reflected in the formulation of meaningful hypotheses. In the field of 
postpositivist studies, data in context provide the source of 
hypotheses, of interpretation; they precede any theorising or 
explanation that takes place.
Ciii] It seems helpful to me as a practitioner working in the complex 
situation of a classroom to view this complexity from a holistic 
perspective. Am I interested in working my data to deduce basic laws 
from which to make generalisable predictions? Or am I more convinced by 
the argument for interpreting complex patterns of relationships based on 
my ability to describe the ebb and flow of the particular reality in 
which I was engaged as a teacher/researcher? I must assent to the 
latter.
One’s paradigmatic choice provides a framework or boundary within which 
we can structure our inquiries; what the subject of the study will be; 
what questions to ask; and what particular sorts of data to collect and 
what forms of interpretation to apply to the data.
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4.9 SPECIFIC VALIDITY CRITERIA - PQSITIV.ISK
Ci] How am I to persuade the academic research community that the 
information I have collected and the interpretations I make are 
trustworthy and authentic? The classic criteria of authenticity applied 
to research are validity, reliability and objectivity. Rist's view 
(1977) is that the emphasis within quantitative methodology has been its 
concern with reliability, while qualitative methodologies have 
emphasised validity.
Vhat do these terms mean? Reason (In Reason and Rowan, 1981; pp. 239 - 
240) provides a summary of how validity is applied in orthodox research. 
One approach to validity relates to measurement; a valid measure is one 
which measures, "what it purports to measure" (p. 239). Other checks 
relate to issues of internal validity; the extent to which the 
experimental inputs were responsible for the experimental outcomes. And 
external validity. How might the outcomes of a research procedure be 
generalised to other people and places?
Reason (1981; p. 240) posits 4 other ways of addressing the notion of 
validity:
(a) Face validity: whether it looks right to the reasonably 
discriminating observer.
(b) Convergent validity: whether a number of measures which purport to 
measure the same thing all point in the same direction or whether a 
number of different viewpoints provide a similar picture.
(c) Discriminant validity: whether measures that are supposed to come up 
with different things actually do so.
(d) Contextual validity: how smaller bits of data fit into the whole
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picture.
He questions the usefulness of these notions in the light of human
inquiry work. Culled from the natural sciences they are (Reason, 1981);
"all about methods and not much about people" (p. 240). They have little
to do with what constitutes valid knowledge for persons engaged in
social interaction (Rogers, 1961; cited in Reason and Rowan, 1981::
Scientific methodology needs to be seen for what it truely 
is; a way of preventing me from deceiving myself in regard 
to my creatively formed subjective hunches which have 
developed out of the relationships between me and my 
material (p. 240).
4.10 SPECIFIC VALIDITY CRITERIA - POSTEOSITIVISM
Ci] I shall now discuss Cuba's (1978; pp. 61 - 67) suggestions for some 
validity checks that do justice to postpositivist forms of inquiry and 
then add some additional checks from Reason (in Reason and Rowan, 1981; 
pp. 239 - 250) and Reason and Heron (1986; pp. 466 *- 471) that are 
particularly relevant to experiential inquiry .
Guba (1978; pp. 61 - 62) transposes the words intrinsic adequacy for 
internal validity; extrinsic adequacy for external validity or 
generalisability; and replicability for reliability.
Intrinsic adequacy refers to the degree of correspondence that exists 
between the study data and the phenomena to which they relate. Such a 
fit may be potentially invalidated by distortions such as over-rapport 
and under-rapport with subjects; and failing to provide sufficient 
opportunity for the researchers preconceptions to be thoroughly 
challenged by the data (s)he collects. The researcher might also be
75
biased as might the subjects. Both may form first impressions of the 
other that hinder accurate data gathering. The subjects may give the 
responses they think the researcher wants to hear rather than speak 
authentically. The researcher might also doggedly adhere to hypotheses 
formed earlier regardless of the data that presents itself. Some 
remaining distortions can arise from faulty data gathering techniques 
such as careless recording of data; insufficient cross-checking of 
inferences with selected interview material and inadequate assessment of 
subject credibility. By cross checking the perceptions and the soures of 
data of the researcher against those of the participants can increase 
validity.
[ii] Guba (1978; p. 64) suggests a major strategy for such cross 
checking, Triangulation. Triangulation may be simply defined as the use 
of 2 or more methods of data collection during a research study in order 
to challenge alleged facts or assertions. Denzin (1971; p. 177) suggests 
that it directs the observer to check emerging theories with the 
experience of the subjects. It therefore behoves the researcher to have 
a broad range of data sources in order to judge which ones to discount, 
which ones to treat as negative cases and which ones to view as 
representative cases. Research findings become more believable as 
propositions are confirmed by more than one source of measurement all 
tending to point in one direction.
If one way to establish adequacy is through the use of repeated 
perspectives as described above, another is to carry out repeated and 
continuous observations froma single perspective. The intention would
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be to differentiate typical and characteristic situations from a 
atypical and uncharacteristic situations.
Since so much of postpositivist inquiry depends upon the credibility to 
which the respondents attach to the findings, it is essential that the 
there is thorough and frequent i nteracti on .-Wi.th .respondents as the-data. 
develops. After all, the subjects are closer to the data than the 
primary researcher and their greater number should average out any 
inadequacies arising from the interpretations of a single researcher.
Ciii] Having described some suitable criteria for intrinsic adequacy. I
uhall now look at ways of evaluating extrinsic adequacy. It is a truism
that external validity is meaningless without a reasonable level of
internal validity. Vhat would be the point of broadcasting inaccurate
and biased information to a wider audience? However, an overemphasis on
internal control mechanisms can have an inhibitory effect on the
generalisabi1ity of the data unless other inquiries were to set up
similar a priori controls under almost experimental conditions. Since,
as I have already stated, such stable conditions rarely exist in the
complex and often chaotic conditions of classroom life, I would question
the naturalistic quality of findings undertaken under "laboratory
conditions". Guba (1978) stresses:
Naturalistic research makes no attempt to institute a priori 
controls either on variables entering into the investigation 
or on output measures. There is full congruence or 
isomorphism between the situation being explored and the real 
world about which generalisations are made. Thus, the 
naturalistic inquirer might claim that his inquiry has a 
built in, guaranteed extrinsic adequacy (p. 68).
There are several positions one may take toward the issue of
generalisabi1ity. First, there is the view that it is impossible to.
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replicate a research inquiry since different people with different 
backgrounds and purposes will see different things when they view a 
situation. Replication is impossible because things change so quickly. 
Any observations can only be meaningful within the particular situation 
so it is up to each readership to determine what, if anything, the 
information means and to determine for itself its applicability. It is 
not the responsibility of the researcher to determine replicability but 
the recipient of the research report. Another view suggests that 
general isabi Ity ..continues to be iffipQ£t.a.Bt._and..ef,for,t should be made .to, 
adhere to normal scientific criteria. Denzin (1971) again, for example, 
indicates that :
To the best of his ability, the investigator must offer 
evidence on the degree to which his samples of behaviour are 
representative of the class of joint acts he wishes to 
generalise to (p. 175)... though seldom can he specify with 
precise detail the universe of interactive relationships to 
which he wishes to generalise, (p. 175)
Denzin (1971) suggests several approaches that might be helpful to focus
on:
(a) A representative situation. The researcher locates him or herself in 
what he argues is a representative situation and attributes 
generalisability to all who pass through it.
(b) Time. The investigator argues that her findings are generalisable 
for those situations located in a particular time frame such as time 
of day or period of the year.
(c) Special populations such as school children, pensioners etc. The 
researcher generalises to particular institutions such as schools, 
homes and the like.
(d) A recurring encounter such as police - juvenile encounters. The
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researcher generalises to such types of encounter.
Guba (1978) argues that these brave attempts nevertheless fall short of 
the theoretically ideal notion of generalisability.
Her third consideration is that generalisations decay a short while 
after they are made, so instead of making generalisation the ruling 
consideration in inquiry, the emphasis should be on carefully describing 
and interpreting the effec.t_aneM_i.ii each setting, perhaps taking into 
account factors unique to that location and context. Generalisations 
then can be presented as working hypothoses to be revised, rejected and
modified in the light of evidence in new settings.
Guba (1978; p. 70) summarises these points as follows. The concept of
generalisation is not valued as much as it was in the past and its
meaning is undergoing revision. The researcher/evaluator should do what 
he can to establish the generalisabiIty of his findings, insuring that 
his results show credible intrinsic adequacy along the lines suggested 
by Denzin above. Often, s(he) can establish at least the "limiting 
cases" relevant to a given situation. But in the spirit of new paradigm 
research each generalisation should be regarded as a working hypothesis 
to be permanently recycled and open to revision and re-testing (Guba, 
1978):
For the naturalistic evaluator, premature closure is a
cardinal sin and tolerance of ambiguity a virtue. (p. 70)
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4. 11 SPECIFIC VALIDITY CRITERIA - EXPERIENTIAL RESEARCH
til The essential claim to validity here is its emphasis on encounter 
and experience with persons. The experiential data arising from such 
activity may be checked for validity on 3 fronts (Reason, 1981, p. 242 - 
250). The first issue is descriptive; can the co-researchers 
discriminate what is actually there? Can they notice, articulate the 
phenomena they experience? Can they discriminate what might be there in 
the domain of human behaviour, albeit in some concealed or emergent 
form. Heron (1977a; p. 24) calls this possibilia jmpplng. A second 
aspect is to do with trying out. If we engage in experiential inquiry, 
how can we be sure that the changes we make as a result of implementing 
our research procedures actually relate to the outcomes we observe? We 
have to be sure about the significance of our research conclusions; that 
their significance is not inflated. The notion of internal 
validity/adequacy is important here. The third question for validity is 
about mpaning: about the sense we make of phenomena. We often want to 
interpret as well as describe our research findings. Explanatory 
processes are enhanced when interpretations of social phenomena are 
inter-subjective; seem "about right" for persons sharing a similar world 
and are relevant and useful to them.
[ü] The threats to validity in new paradigm research are as follows:
(a) If the issues are not sharply defined and mapped out.
(b) If we fail to hold in check our subjectivity and objectivity.. By. 
being subjective, we focus on fulfilling our preconceptions; by 
being objective we focus on the outer world and ignore, aware1y or
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unawarely, our part in the process of co-creating knowledge.
Deveraux (cited in Reason, 1981; pp. 77 - 83) puts forward a good case 
to illustrate how the validity of a research inquiry may be threatened 
by unaware subjectivity and countertransference, whereby the researcher 
projects his own internal problems and disturbances onto the world he is 
studying. As a result, what counts as social science research may end up 
as unaware autobiography. Similarly, a whole group of researchers or co­
researchers may gang together to defend any anxieties that are being 
stirred up by the research, thereby limiting the possibilities for 
thorough theoretical exploration. Heron (1971; p. 15) refers to this as 
consensus collusion. Although we may find ways to counter the threats 
and strengthen the validity of experiential inquiry, they are not so 
much methodological in the sense of the earlier validity checks of Guba 
(1978) and Denzin (1971). Rather, validity in new paradigm research lies 
in the way that the researcher is able to apply his or her personal 
skills and sensitivity to interactive situations. The broad skills 
required of new paradigm researchers include skills in the design and 
use of empirical research instruments, interpersonal skills in working 
in social environments, skills in active thinking, feeling and attending 
(Heron. 1982a; pp 16. - 21). The reader is also guided to view sections 
written by Torbert and Reinharz, in Reason and Rowan (1981; pp. 415 - 
446).
Ciii] Heron and Reason (1986; pp. 466 - 471) and Heron (1982a) provide 
some heuristic guides, aimed at increasing the validity of experiential 
research findings. I shall summarise them briefy below:
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(a) Development of discriminating awareness which means the adopting of
some practices for cultivating the quality of co-researchers awareness;
"mindfulness" and "wakefulness" as they go about testing out ideas in
the real world and self-monitoring those experiences. This practice (in
Reason, 1988) calls for an ability to:
pay critical attention to our experience as we act in the 
world...a subtle rigour of consciousness...intense 
committment and subtle skill, (pp. 2 - 3 )
It is the ability to notice what is going on whilst emerged in the 
action and experience phase of a research cycle. The co-researcher 
somehow has to take the initial ideas into the action phase but remain 
open and aware to possible modifications that arise from experience and 
experimentation. 3(he) has to remain awake and poised to absorb what is 
said and done; what is ignored or omitted from the guiding ideas, and 
unobsessively check the "what and how" of the action phase with the 
initial prepositional construing. This formidable mode of consciousness 
leans, I would suggest, toward what Ornstein (1984; p. 152) calls 
"direct perception" and what Sufis call "objective consciousness" and 
would be practised whilst "doing" a particular activity. In a co­
counselling inquiry (Heron and Reason, 1981) the client exercised the 
skill of noticing what is going on, exercising the skill of noticing 
while being a client, and exercising the skill of being a client. The 
co-researcher must somehow witness him or herself in action in such a 
way that (s)he is neither a disinterested observer or so absorbed in 
"doing" that there is little attention paid to discrimination. If she 
becomes too involved and preoccupied with the "doing" then the 
discriminating awareness will suffer; be aloof from the action and it 
becomes a dislocated affair.
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(b) Research cycling, divergence and convergence means taking an idea 
several times around the experiential learning cycle. This provides 
opportunities for corrective feedback and might also clarify and deepen 
the ideas being explored. In the holistic medicine project (in Reason 
and Heron, 1986; p. 467), the authors report that 6 cycles of action and 
reflection were completed in the course of a year's study. At first, 
there was a good deal of divergence through the first 2 cycles as it 
enabled the group as a whole to range freely over the whole field. At 
the 3rd meeting, 2 subgroups were formed in order to converge on the 
main concerns; namely, power sharing strategies and the use of spiritual 
inteventions.
(c) Authentic collaboration checks that the inquiry is not being 
dominated by a clique or a charismatic leader. An inquiry group should 
be a place where all can find a voice and contribute to the planning, 
decision making and creative thinking that makes up an experiential 
research project. This takes time, skill and willingness and needs 
appropriate amounts of support and challenging. Reason and Heron (1986) 
used an encounter group format to establish authentic participation in 
the holistic medicine project.
(d) Falsification. Ve need "friends prepared to act as enemies" at times 
when the group appears to be colluding or diverging from espoused 
behaviour. Again, Reason and Heron have used the "devils advocate 
procedure" (the radical critic) for this validity procedure,
(e) Management of unaware projections. It is important to acknowledge 
how distress and defence mechanisms can distort inquiries. Different - 
methods can be used such as psychoanalysis, psychodrama and co­
counselling. Co-counselling offers a means of mutual support whereby co­
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researchers take turns being client and counsellor in exploring how the 
research may be stirring up their anxieties and clouding their thinking 
and action.
(f) Balance of action and reflection. Both need to be brought into 
appropriate balance. All doing and no thinking/making sense would 
produce little in the way of propositional statements. Alternatively, 
too much time on thinking and theorising would leave the research bare 
of experiential data.
(g) Chaos. The suggestion here is that the descent into chaos often 
facilitates the emergence of new insights. The human tendency to 
maintain order and routine should be resisted, and co-researchers do 
their best to tolerate the uncertainties and confusion that arise when 
people group together and collectively make sense of their lives and 
work.
(h) Accurate recall requires the co-researcher to recall what goes on in 
the action phase so that evidence is presented clearly and coherently 
and not jeapordised by intellectual or emotional distortion, for one 
reason or another. Recall can be aided by the use of notes as well as 
audio and video recordings. Heron (1982a; p. 18) also suggests that co­
researchers check their recall against the recall of others to look for 
disparities and similarities.
[ i] Emotional competence, self knowledge, self disclosure..- 
self expression, empathy, confrontation and collabor.atian. are important 
issues for those undertaking experiential inquiry. They are in fact the 
stuff of sophisticated personal development and effective group working 
practices as described in (Heron 1977a, 1979, 1983, 1986; and Ernst and
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Goodison, 1981) and taught at Surrey University within the Human
Potential Resource Group.
4.12 VALIDITY CRITERIA - SUMARX.
[i] The shift in the design of my project toward postpositivist research
methods required attention to ways of checking the validity of my
findings. I have argued that such a stance requires:
* an empathie understanding of the observed
* an ability to interpret and describe an inter-subjective reality
* an ability to avoid bias and opinionated data standing as evidence by 
triangulation methods
* a degree of isomorphism that exists between the study data and the 
phenomena to which they relate. Are the conclusions well founded, 
coherent and sound in terms of their congruence with the actions and 
experience of the subjects?
and Experiential Inquiry, in particular, requires:
* a cultivation of high quality awareness on the part of the 
co-researchers
* going round the research cycle several times
* engagement in some discipline for personal and interpersonal 
development to avoid unaware projections distorting the findings
* authentic collaboration
* falsification procedures, notably, devil's advocacy
* a balance of action and reflection
* an ability on the part of inquirers to tolerate chaos.and ambiguity
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* willingness and ability to accurately recall what is going on while it 
is going on, and
* skills and attributes concerned personal and interpersonal competence
* multiple viewpoints reflecting inter-subjective agreement
* some form of replication
4.13 THE CO-OPERATIVE EXPERIENTIAL ASSIGMTŒÏÏT
Cil I try to bring these criteria (especially the experiential inquiry 
ones) into play as well as the aforementioned methodology (pp. 66 - 68) 
in the group project work that I carry out with BTEC students in 
college. I have termed this project work the co-operative experiential 
assignment. It does not offer anything radically different from the 
methodological guidelines referred to above but its importance lies in 
the realm of its adapatation to an educational setting; and it is used 
as a learning and assessment process. In line with the requirements of 
the BTEC validating body, students are ciwarded grades for their academic 
achievements (Fail, Refer, Pass, Merit and Distinction). In contrast to 
other project work that is given to students by staff, the co-operative 
experiential assignment is a negotiated process over as many stages of 
the normally 4 - 6  week life cycle as possible with my participating in 
as much of the action and reflection as possible. The assignment has 
much to offer students in the way of learning personal, interpersonal, 
research and more generic learning skills known in BTEC speak as Common 
Skills. As far as I am aware the use of experiential inquiry in 
mainstream education for learning and assessment purposes-is a first. It
86
arouses potential criticisms. Should I be compelling students to work in 
groups; learn experientially; and be co-operative? Will they only do so 
for the assessment grade at the end? Will students lose out in their 
learning when I, the teacher, am actively engaged alongside them in my 
own personal learning? How can the roles of facilitator and participator 
be combined?
I say more about the background to the assignment process in the 
introductory sections of the study guide presented as Appendix 6.
Cii3 More humourously, I would suggest that another way of contrasting 
co-operative inquiry (Heron, 1981a) with the assignment hybrid is that 
the latter is more explicitly paper driven and paper seeking in terms of 
providing the assignment top sheet (accompanying Appendix 6) and the 
guidelines for "doing inquiry work" as well as generally seeking written 
reports at the end to demonstrate learning and development,
Ciii] Within the last year or so I have attempted to collate all the 
information that I currently regard as relevant to persons involved in 
such work into a self-pacing study guide (Appendix 6). It would useful 
for the reader to consult some of the key sections of this workbook now 
to appreciate some of the methodological aspects considered above. The 
Foreword (p. 4 in the guide) orientates the participant to the aims of 
the booklet. Section 1.1 provides some background to the co-operative 
experiential assignment and section 1.2 describes how the method works.
A map of the process is included as section 1.3 and validity checks and 
assessment criteria are included as sections 1.4 and 1.5. Eight session 
plans of "how to do co-operative inquiry" follow. They reflect the
»
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theoretical model but provide additional guidance through self- 
assessment questions, cues for reflection and suggestions for activity.
A more detailed facilitator's guide is in the process of being completed 
which will accompany the participant's guide. This will contain 
references to books, audio and visual resources, and a glossary of 
terms. Read on its own the student study guide is bare in parts of clear 
instructions; hence the need for elaboration and additional help from 
the facilitator.
[ivl The application of the assignment method is discussed in detail in 
the next chapter and suggestions for revisions and modifications made in 
subsequent ones. So, the co-operative experiential assignment was 
adapted to meet the perceived demands of BTEC and can be best seen as a 
progeny of experiential research methodology as described in (Heron, 
1981a) and more simply by Reason. (1988; pp. 4 - 9 )
4.14 DYNAMIC COUCEPT ANALYSIS CDCAL
m  A final methodological position that may require some introduction 
at this stage is my use of DCA (Kontiainen (1989; 1991) in the analysis 
of the following 11 case studies. It was agreed with my supervisor about 
a year ago that a more quantitative analysis of my descriptive case 
study material would provide an additional lens through which I and 
others might examine and reflect on the data. I had already begun to 
check each of my 11 case studies against the criteria mentioned earlier 
(see section 4.11) according to whether there was zero, weak, moderate
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qj~ strong validity. DCA was suggsstsd as a msthod of extending this 
process into more rigorous model building, thus providing detailed 
templates for academic evaluation. I hoped to integrate the information 
in my case studies into models which enable identification of 
relationships between different key concepts and also provide a picture 
of the ways in which different attributes may be related. In so doing I 
hoped to illuminate how the "parts" make the "whole"; and how general 
and individual models of research activity and behaviour can be derived 
from the same body of information.
Cii] At the time it seemed like a way of presenting the research 
"holistically" as well as bring the sense-making stage of the research 
to some kind of closure. It seemed as though I had been stuck there 
(in the analysis stage) for years, sodden with rich data but without a 
clear view of what was wanted from me and my bejewelled data. The 
profound difficulty I have experienced in the reflective and evaluation 
stage can be explained in several ways. First, I believe, as Kolb and 
Fry have shown (in Cooper, 1975) that different types of people prefer 
to work in different phases of the learning cycle (also Reinharz, in 
Reason and Rowan, 1981; p. 430), illustrating their strengths but also 
their weaknesses. Rowan (in Reason and Rowan, 1991; p. 101), commenting 
on his dialectical research cycle (Reason and Rowan, 1991; p. 98) states 
how the academic may get hooked on thinking; the executive get hooked on 
project; the residential social worker may get hooked on encounter; the 
introspective may get hooked on making sense and so on. It was the 
latter stage that proved the most difficult for me, needing I have come 
to realise, more regular and facilitated reflection and evaluation
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between phases and the learning cycles as represented in the case 
studies. The busyness and creativity of the project making and managing 
needed tempering with the quieter contemplation of reflection and 
evaluation. This reflective process, I would suggest, is one that many 
classroom based colleagues never seem to have time for or make time for. 
Second, the analysis stage is also a tense one in wanting to get it 
complete and "right" somehow...thereby mirroring, in literary form, the 
full complexity of the enterprise. A positivist leaning maybe as if 
wanting to say to the reader; "There it is...all neatly tied up!".
Third, the evaluation of this thesis in its entirety - a meta-analysis 
in fact - would have benefitted from more collective and co-operative 
sense making with students and teachers, not just between cycles but 
also between drafting the many papers that have shaped the structure of 
this thesis. I say more about validity issues in Chaper 6 but DCA was, 
nevertheless, one method I felt I could use to demonstrate how the 
practice of conducting experiential research compared with espoused 
validity checks (see section 4.11).
Cii] The aim of DCA is to analyse and describe particular social 
phenomena in terms of the main concepts that constitute its integrity. 
Kontiainen (1989, 1991) describes 5 different ways in which concepts may 
be related to one another:
(a) There is no direct relationship A B
A and B (or the qualities they stand for)
do not have a direct influence on each 
other); A and B are non related
(b) There is a one way relationship A -- >— B
There is a direct influence of A on B
(c) There is a two way relationship A — e— B
(d) There is a relationship between two A*^ ^/B
concepts but it is indirect ie. C
through a third concept, C
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(e) There is relationship through 
a longer chain of relationships
A B
C
Information concerning types of relationships is entered into an 
information structure to produce a matrix. This holds all the 
information of the types of relations between concepts included in a 
study. Conceptual models can be constructed which illustrate the network 
of concept relationships as in (e) above ; different types of 
relationship from a - e may be present in the model.
Ciii] DCA consists of 4 stages. The first is to select and define the
key concepts that characterise a phenomenon} in this case experiential 
inquiry with 16 - 19 year olds. What are the essential characteristics 
that underpin the research issue? If I were asked to nominate the 
foundation concepts upon which experiential research with young people 
are built, what would they be? The second is to define the relationship 
between these concepts. The third is to build an information structure 
or matrix of concept relations. The fourth stage is to use the
information structure to build conceptual models which can be described
and assessed. In building the models my aim was to show diagramatically 
what different inquiries looked like through an analytical lens; how 
different concepts related to one another; how they might be independent 
and interdependent of one another; what concepts featured most 
pronouncedly; those that needed refinement or maybe rejection; and how 
co-operative could be developed alongside new curriculum initiatives, 
such as competency based Common Skills (BTEC 1991) and Flexible Learning
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(Tomlinson and Kilner, 1990a, b). I say more about these initiatives in 
Chapter 7.
[iv] Which concepts to select is crucial to the whole process. It is 
essential to find concepts which do sufficient justice to the phenomenon 
or problem under study. They can be derived from various sources; from 
existing theories or models; from empirical findings and analyses; from 
the subjective judgements of an individual or team; or by combining 
judgements and research findings. The concepts and attributes I chose to 
be central in understanding the experiential research process in my 
setting are the 9 validity criteria mentioned above (see 4.11). Another 
5 concepts are derived from my experience of conducting the sorts of 
inquiries I describe in the next chapter; they add an empirical quality 
to theory in use. The 5 concepts have emerged through a process of 
experience, reflection, consultation and planning. They have not been 
unilateral1y conceived. The concepts or elements of the process are 
specified by 3 attributes Ca =:+ve/strong; n = neutral/moderate or b — ~ 
ve/weak]. The moderate or neutral level of a concept refers to situation 
where there may be a combination of the qualities of the two pole 
attributes. So, whilst the concepts, in part, have been derived co­
operatively and do justice to the experiences of the inquiry groups, the 
analysis and description has, in most cases, not been "rattled and 
shaken" with the students.
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4.15 OTHER ANALYTICAL METHODS USED
Ci3 As well as using DCA I also use Rowan's (in Reason and Rowan, 1991; 
pp. 97 - 101) dialectical research cycle which focusses on the levels of 
collaboration or alienation of the people involved in the research 
project. This links with Reason's and Marshall's paper (1986) which 
invites me, as researcher, to consider my work as being valid for 
different audiences: for them, meaning the academic research community 
who will want to examine the findings; for us, meaning the co-operative 
inquiry groups that feature in the 11 case studies; and for me as the 
primary researcher whose motivation to get started on a research venture 
may be rooted in the need for personal growth, change and learning.
Cii] I shall now go on to present the data arising out of my attempts to 
apply the experiential research methodology over the three phases. I 
remind the reader that the key area of evaluation for this investigation 
will be the case studies concerned with conducting experiential inquiry.
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CHAPTER FIVE RESEARCH FIEDIEGS
5. 1 INTRODUCTION
Ci] This chapter will now report on the results obtained over the 3 
phases of research activity. Particular attention is paid to Phase 2 and 
3 when I was attempting to implement experiential research, first with 
YTS and later with BTEC groups. I present the case studies in 
chronological order to demonstrate an experiential learning process in 
action.
5,2 PHASE 1 MQ85 - 19861 FEU PROJECT C Immersion in the dominant
paradigm and finding it wanting].
Cii The diagnostic procedures that I devised (see p. 56) produced the 
following results:
(a) The majority of trainees were involved and seemed to enjoy the 
problem solving activity and I was able to gain valuable, personal 
insights into the particular group dynamic of the class, their 
communication skills and self organising ability. A minority of 
trainees, however, informed me later on in the year that they had found
the "lego building bricks " exercise "degrading" and "irrelevant".
(b) The personal questionnaires have subsequently provided some useful 
data regarding the values and aspirations of a sample of school leavers. 
Especially interesting have been their attitudes to teachers, learning
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and personal/interpersonal relationships. The work involved in 
recording, compiling and manipulating the questionnaire data relating to 
the personal circumstances of the 129 trainees took up a 
disproportionate amount of time in terms of its relevance to the core of 
the inquiry.
(c) My decision that we, as the researchers, act as non-participant 
observers in all the classroom discussions in order to assess their 
current self organising abilities, left trainees anxious and confused. 
Most trainees found the topic of discussion: The current level of
training allowance is adequate for the needs of young people, limiting 
because of it’s obvious untrueness.
(d) The rooms in which the diagnostic activities were organised and 
sometimes filmed were unsuitable in terms of lighting, furnishing and 
accoustics.
(e) The observers check-lists [Appendix 21 were difficult to follow, ill 
defined and would have benefitted from some trial runs.
5.3 PHASE 1 [1985 - 1986] FEU PROJECT [Resolution of conflict by
learning of new paradigm alternatives].
CASE STUDY 1 - YTS STOCKHATOLBES
[il The first two months with YTS Stockhandlers were concerned with 
group building activities using the kinds of exercises and strategies 
contained in Otto (1970) and Stanford (1977). Soon after starting 
reading Heron's (1981a) work on experiential research, I-attempted to
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involve them in the aims of our project and share my understanding of
the experiential research process but generally group members were
disinterested. The "targeted" trainees, during this year, were certainly
informed and consulted about what we were trying to do. We sought their
permission during the "experimental" phase to carry out the diagnostic
procedures and attempted to involve them more fully later on as
participating subjects. But our work with them ended up as co-
facilitating aspects of Social and Life Skills. Neither the trainees nor
us were involved in experiential research. We were carrying out
participative teaching in a group work setting, utilising the personal
experiences of the trainees to develop an ongoing learning agenda. My
lessons with Stockhandlers were very informal and conversational with my
"picking up" cues related to their developmental needs and facilitating,
catalytically, exercises and strategies to fulfill them. The classroom
climate was warm and safe with personal disclosures comparatively few.
Most lessons were spontaneous or were built upon the interests and
concerns of participants on a week to week basis. For example, we would
meet for coffee at a local cafe; play music in lessons and bring in
favourite board games to share with others. The lessons were social and
discussion—oriented occasions where friends could meet and discuss a.ny
areas of their work or personal lives that they wished. The lessons
tended to be occasions for "sharing" thoughts, feelings and ideas on a
wide variety of subjects rather than specific "task oriented sessions.
After all it was a trainee, D G, who articulated the wishes of the group
that the lessons be impromptu (and unprogrammatic) because:
You don't prepare what you are going to say when you're with 
friends. Mar do you fill out questionnaires and evaluation 
sheets.
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His comments are important because they summarise a significant learning 
for me during 1935 - 1986. The first was the fact that friendship plays 
a leading part in developing the conditions for human inquiries. Friends 
can relax with one another and not be on their best behaviour, or 
putting on a front. Ve can learn with friends without the need of 
carefully rehearsed, pre-set questions.
Cii] My decision to change the methodology mid-course confused 
colleagues who were "steering" the project believing it to be "too 
complex". One member did not like "the penguins"; referring to the 
figures in the monograph we gave them to read (Heron, 1981a). The 
observer, K V, agreed with them, feeling that time had been wasted 
finding a valid methodology and that experiential research, although it 
contained aspects that were harmonious to to the main aims of the 
research project, overcomplicated it. The college Steering Group asked 
us CJ G and 13 to:
Ca] put in graphic form the Experiential Research Model that we had
adopted for our project design illustrating how much input was 
coming from us (teachers) and how much from the trainees as 
researchers and how much input from us and the students as subjects.
[b3 explain why we were using experiential research and why we had not
started with this type of research initially.
Cc3 explain whether the students helped to form hypotheses.
[d3 provide evidence that students were able to take part as researchers
and subjects without confusing the roles.
[ e3 present any difficulties we had encountered as researchers when
discussing the subjects' behaviour with the subjects as co­
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researchers.
Cf] explain from what sources and how we would finally construct a
written form of this research.
[g] inform them if we had resolved the problems with our timetabling.
I responded that we had decided to use experiential research because it 
seemed to us to be a more ethical and co-operative way of conducting an 
interactive inquiry. I also wrote that experiential research requires 
that all parties develop the human skills necessary for this type of 
learning to take place so that the research process bgÇQfflQS ft learning. 
ppng-T-atnTnp- Persons learn and develop the skills of listening and 
attending to one another, reaching decisions by consensus, handling 
conflict and other interpersonal skills associated with Social and Life 
Skills/Personal Development programmes. I added that I had chosen the 
methodology as a response to my enrolling on a part-time research degree 
at Surrey University in September, 1985. I believed that I could feed my 
university work into the college-based FEU work. I provided a diagram of 
how I roughly perceived the differing inputs to the research design at 
the beginning of term and how I perceived the methodology changing over 
time:
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Table 5.1 Inputs to Research Design - Phase 1
P R [me] J G K V Students
Contribution to 100% - * “ “
research
design C term 1]
Contribution to ~ 100%
research action 
[term 1]
Contribution to 80% 20% - -
research
design C term 21
Contribution to 20% 20% - 80%
research action 
[ term 21
Contribution to 60% 40% - "
research
design [ term 3]
Contribution to 40% 30% - 30%
research action 
[term 33
I commented that we did not start with experiential research methodology 
because we did not know of its existence till October/Iovember 1985.
In reply to their other questions, I responded that the students did not 
understand co-operative experiential inquiry as described in Heron 
(1981a). We were going to have to simplify, clarify, modify his theory 
if it was to have meaning for young people. J G, K W and I suggested 
calling it "negotiation and participation with students" rather than 
call it experiential research. The final report we envisaged would be 
written up as a narrative one rather than a statistical analysis 
although details pertaining to the questionnaire responses would be 
included. It would contain as many points of view as possible.
We explained that the timetabling problems had not been resolved. J G 
was not able to teach YTS Stockhandlers apart from the Social and Life
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Skills sessions he shared with me. Finally, we added that because we had 
been unable to co teach the ideal group, namely one which would allow 
the Social and Life Skills to complement vocational subject matter 
learning, and because of J G's timetabling problems, we felt it 
necessary to open up the inquiry. Ve needed to address our research to 
as many points of view as possible so than an overall picture could be 
gained of students' experiences as a whole. To this end, K V was to 
write to the Principal and seek permission to observe other classes and 
to interview other teachers (if they were willing) about teaching 
methods and views on YTS. Such permission was later forthcoming and K V 
used open-ended questionnaires, discussions and interviews to this 
effect.
Ciii] K V s  report of her observations (Vfjpox, 1986) illustrates that
the case study group responded favourably to the more informal,
personalised and group centred approaches. She explains that her
observations could only give her "a sense" of how the group was
progressing partly because of the disjointed nature of her observations
which were fewer and further between than had been planned. The group,
however, did have a distinct identity and accepted her presence with
apparent ease. They informed her that they found the Social and Life
Skills lessons useful and enjoyable and regarded J G and I as
experienced adult friends rather than as "teachers". Wilcox writes:
At the beginning of the YTS year, they had looked to Ridge 
and J G for support and approval while they took their first 
steps toward independent learning. As the year progressed 
they began to treat Ridge (the timetabled teacher) as "one of 
us", (p. 7)
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One member of the YTS Stockhandler group had blossomed. This was
confirmed by other teachers and class mates. Although Vilcox (1986)
notes that it is difficult to attribute this change to one particular
influence, she writes:
The close and trusting atmosphere found in the Social and Life 
Skills classes may well have contributed to it. (p. 7)
In September 1985, individual students had found it difficult to
understand the process of negotiation and participation looking to J G
and I for direction using statements like: "Don't keep asking us what we
want to do; tell us". But by the summer of 1986, YTS Stockhandlers told
Vilcox (1986) that : "There was no leader in our sessions; each lesson is
negotiated", (p. 7)
They were quite proud and told her (pp. 6 - 7 )  that, "the group works".
She was struck by the way they listened to each other, allowing students
to develop points. They regarded me as a "friend" and K V suggests that
this was very important to them because they talked about trying to win
over other teachers and feeling that they had achieved this by giving
one member of staff a bar of chocolate! They found the lessons necessary
as a "safety valve" and a platform from which they could "speak their
minds". She notes the positive achievements of the tacit "experimental"
groups in terms of their group development and growth in confidence and
draws attention to the:
team approach, good group atmosphere, and the researchers 
ability to develop discussions and interpersonal skills while 
being non-intrusive. (p. 7)
She commented that the students participated most when the discussion or
activity had relevance to their own direct experience at home, college
or work. Bole playing and discussion helped this learning.
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t ivl Vilcox (1986) interviewed staff in J G's department, highlighting
differences between the vocational and liberal studies staff's notions
of what constitutes proper staff/student relationships, effective
learning and relevant knowledge:
In the Department of Technology and Science there was a good 
deal of ill feeling about Social and Life Skills. Many tutors 
felt that their authority was undermined during these 
periods. One particular bone of contention was whether 
students should be called by their first names and, more 
importantly, whether they should be allowed to call their 
tutors by their first names. It was felt that surnames 
distanced the tutors from the students and helped to keep 
discipline. Ridge and J G on the other hand, felt that to 
build an atmosphere of trust in their lessons surnames were 
inappropriate. I never witnessed any discipline problems in 
their lessons and felt that the students could more easily 
relate to them as a result, (p. 13)
K V suggests that J G and I were the only teachers she interviewed who
were actively pursuing a policy of negotiating learning programmes. One
member of staff she interviewed commented that he favoured the "chalk
and talk" approach because it presented the fewest discipline problems
since the students were passive throughout. Several other staff members
accompanying the respondent nodded in agreement.
5.4 CRITICISMS OF THE FEU PROJECT AMD FLAM I MG AHEAD.
[i] I shall leave a more comprehensive analysis of the data and 
methodology till the next chapter but comment here that the FEU project 
contained many weaknesses, both in its conception and its course:
(a) The research design was too unstructured and blurred at the edges.to 
be considered a valid and reliable experimental inquiry but too 
premeditated for consideration as a progressively focussing one. As time
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went on the focus became increasingly dispersed as we felt we had 
nothing to lose by such deviations and believed, like Blake; "that a 
fool who would persist in his folly would become wise".
The uncertainty regarding the research design had as much to do with my 
need to retain enough flexibility to incorporate creative changes as it 
had to do with the lack of preparation time and my obvious lack of 
research experience.
(b) Ve were insufficiently clear and consistent in defining our terms of 
reference and the type and direction of our inquiry that our sponsors 
and, at times, our observer, K V, were left bewildered and frustrated by 
our actions. In fact, K V s  role as " impartial" observer would benefit 
from more stringent examination.
Our deviating from an experimental research design to an experiential 
research one was a particularly chaotic stage in the project's life. Our 
own understanding of what experiential learning means; what constitutes 
a group and interpreting experiential research methodology were 
undergoing regular revision as the project developed and our reading 
increased. There was neither the opportunity nor the time to encourage 
others to change with us. The trainees, I feel, were neither interested 
or clear about the concise aims and objectives of the research; nor did 
they understand the implications of the new experiential research 
methodology we had chosen to adopt to carry out the 
inquiry...ostensibly, in their name.
[c] The project undeniably suffered from inadequate planning, 
preparation and negotiation among the parties involved and was hampered 
by inflexible organisational constraints in terms of sympathetic 
timetabling and support (Grim, 1988, pp. 122 - 127). Neither of us were
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given any remission from our 21 hour class contact timetables to carry 
out the research. It was an ambitious project that needed more time 
spent on its management and organisation.
[d] A disproportionate amount of interest was paid to the affective 
domaine with the resulting effect that the cognitive area remained 
relatively unresearched in a systematic way. I contend that we were 
never sure how we were going to measure initial cognitive abilities and 
any subsequent changes, feeling that such testing would be behavioural 
and reductionist and therefore antithetical to our beliefs.
Ce] J G became increasingly involved in and enthusiastic about the 
personal development aspects of the Social and Life Skills lessons and 
regularly participated in two of my teaching sessions each week. I, on 
the other hand, was willing and able to attend his technical studies 
lessons only a few times.
Cii] The research project ended in July 1986, the end of the academic 
year. It was an important developmental stage, in which I began to read 
widely and try out methods that most readily fitted the purpose of the 
research. I had to start somewhere and learn from my experiences, even 
if I travelled into some blind alleys along the way. Ve both remained 
committed to the theory and practice of experiential inquiry which we 
would continue developing in our work both at the college and in our ■ 
academic studies at Southampton and Surrey Universities.
J G had obtained secondment for the following year C1986-87] as a full 
time M.A. student at Southampton and would therefore be absent during 
the next phase. My intention then was to utilize this methodology in the 
following academic year as a means of developing personal effectiveness
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with groups of YTS trainees. This process would constitute a focal point 
of my academic thesis.
In order to do research with young people in groups they would need to 
trust me, trust each other and see that it would all be worth the effort 
and attention. A co-operative experiential inquiry would have to be as 
it implies; a partnership among friends who are prepared to test out an 
idea or problem in systematic experiential learning cycles. So, by 
undertaking this research process, I would have to help build up a 
cohesive and trusting group using my facilitation skills and then join 
the students in taking a closer look at some aspect of our personal 
development; the results of which we would hold up for public scrutiny. 
My main research concerns, personal development, experiential learning 
and group work skills, would all be exercised during the build up to and 
the management of group-based projects. The process therefore would be 
emergent rather than precisely mapped out in advance. Lessons would be 
built one upon the other reflecting the content and process needs of the 
maturing group.
Ciii] I would be working alone as the main researcher the next year 
C1986 - 1987] and would need to adopt a design that was more appropriate 
and on a smaller scale than the previous overly-ambitious one. 
Nevertheless, experiential research, as it is written in Heron (1981a), 
is extremely difficult to understand and I would need to continue making 
sense of it In action.
Civ] I desired to continue my own professional development and meet some 
of the needs which had began to surface in my role as facilitator and
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researcher, A conference which I attended at Bath University in the 
summer of 1986 titled, Emerging Approaches to Inquiry, compounded these 
insights and brought home the importance of the notion of research as 
"personal process" (Marshall, in Reason and Rowan, 1981, pp. 395 - 399) 
as well as an academic feat. I begin the next section by describing 
these events.
5.5 PHASE 2 [19861 THE BATH CQMFEREKCE. [Carrying out new
paradigm research].
Ci] It was my first, practical encounter with systematic co-operative
inquiry work and provided me with the opportunity of meeting Peter
Reason and other experienced "postpositivists". Just under 40 people
attended the three day event; most participants seemed to engaged in
organisational development work and management education and training.
Ve were assigned to base groups. Mine contained 6 other individuals whom
I perceived as advanced, both intellectually and in their personal
development; articulate communicators and more @.dult/grpwn up. than me.
After a period of relationship building exercises and circle dancing in
the whole conference, we spent some time reflecting on our current
research in pairs and small groups. Peter Reason then provided some
theoretical input on co-operative inquiry. Ve then returned to our base
groups and decided, after some brainstorming in our group, to carry out
an inquiry into circle dancing. I kept a diary during the conference and
I noted my thoughts and feelings about the inquiry experience:
Tues pm - Vent into our base groups and X suggested we do a 
co-operative inquiry into "Vhat happens when we circle dance"; 
the others agreed without my full involvement and I suspect 
that my newness had little bearing on the decision to do a 
variety of dances, record our thoughts and feelings and move
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on from there. We moved to a different room. Members removed 
their shoes, I felt cold. I didn't remove my shoes. Ve did the 
first three and noted our experiences. I was feeling anxious 
and sweaty trying to get the steps right. I then asked if I 
could observe and then interview them as this would enhance my 
research skills for use "back home". This was not acceptable 
they said - "breaking the contract" so I agreed, reluctantly, 
to dance on. What's wrong with changing your mind half way 
through? I felt very much like Trevor, the skinhead rebel, in 
David Leland's play "Made in Britain" - they asked him to 
agree a good behaviour contract. He told them to "stick it". 
The second round of dances I enjoyed. I gave up looking at my 
feet and I flowed. I also started looking at members faces. 
This was the first time and I enjoyed it. Y asked if we wanted 
to do a third round of dances. "Wouldn't that be breaking the 
contract", I thought out loud. Members began to improvise 
steps. I noticed how my mood was changing between rounds and 
there seemed to be a norm operating about not trying too hard. 
After the third group of 3 dances I announced that I was bored 
and that the "earth didn't move for me"; other members were 
experiencing and imaging at what seemed to me to be deep 
levels. I found it difficult to let go, close my eyes, flow 
with the music without looking at my feet and generally have a 
good time. It was decided to continue the inquiry at a 
member's house in the evening. The afternoon left me with a 
lot of doubts: if this is co operative inquiry then I'm not 
entirely happy with the rules...but "I won't rock the boat". I 
was left feeling pressured to conform to some kind of 
transcendental culture operating in the group. Song titles 
came into my head: "Keep right on to the end of the 
road"..."You made me love you I didn't want to do it, I didn't 
want to do it". On the positive side I felt a great sense of 
achievement when I got the dance right,.. wide eyed, joyful 
feeling...EUREKA!
We continued the dancing in the evening but for longer 
periods. I was feeling swept along rather than accompanied re: 
the decision making. The dancing was OK and I was able to 
close my eyes and experienced various images but opened them 
after 15 minutes and breathed a sigh of relief. After the 
cycle, we shared experiences - one member became upset and 
cried...others experienced differing images and states of 
consciousness. I think I said I was bored or somehow dampened 
the zeal and committment of the others which provoked an 
attack on me by Z who was feeling "pissed off with me" and my 
resistance and wanted to clear up a few things with me before 
going through another cycle. "I don't know you and you don't 
know me. We've been introduced but thats all". That's how I 
felt and remember thinking that I "smelled a rat" and crawled 
about the room sniffing everywhere like the cat of the house 
was doing. I didn't tell them what was going on inside 
me...that basically I was feeling dislocated from what seemed 
their shared experience, was feeling unloved and untrusting.
At the end of the conference, I noted the following learnings: 
* a need to be more thorough in negotiating and contracting
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what members want from an inquiry and more time spent on 
trust building.
* I didn't feel comfortable in the group. The others said they 
felt warm and open; that's why I smelled a rat and sniffed 
like a cat. I was looking for a chink in their armour; some 
way of exposing them for the frauds I wanted them to be; 
some way of belittling their bean-bag benevolence so that my 
distress could have some positive meaning.
* beware of group pressure.
$ how do we record the data thrown up by this enquiry.
* my enquiry was about learning to carry our inquiry with 
technical competence; theirs seemed to be about altered 
states of consciousness, group energy and the quality of 
being.
* how on earth will 16/17 year olds take to this.
* it's difficult to carry out an inquiry if members do not 
"speak the same language" with regard to new paradigm
terminology; problems will also arise if members are too 
dissimilar with regard to their cultural, educational and 
work backgrounds; inquirers should also have similar 
needs.
* X need to do a lot of work on my own personal 
development. .. issues around feeling powerless and vulnerable 
in the presence of intelligent and self-assured peers who 
are not overtly attracted to and interested in me. And I 
need to learn to let go of my inhibitions and experience.
Cii3 A few other conference members experienced difficulties with the 
"norms" and we confessed and, I suggest, colluded to feeling out of step 
with "the evangelical majority" but we never commented on such things in 
the plenary sessions.
But Bath was important; my post conference musings made that clear. 
Despite my resistance to the amount of circle dancing that took place, I 
did actually enjoy some of the dances and introduced them to my groups 
back at college. I also reflected on the importance of taking 
responsibility for myself; owning negative feelings and working with 
them and not "rescuing" others who may be grappling with some aspect of 
personal learning. It seemed important therefore to be aware of how this 
kind of research can be distressful for group members.
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5.6 PHASE 2 [19861 BACK AT COLLEGE.
[il "Equipped" with a modest but reliable repertoire of games, exercises 
and strategies gleaned mostly from my reading (Stanford, 1974 and 1977; 
Grandes, 1979 and 1982; and Hopson and Scally, 1980 and 1981); mindful 
of the experiences from the previous years' research cycles and the 
conference at Bath, I began Phase 2 [but a third cycle] of intentional 
research activity with my YTS groups in September 1986. As the year 
developed I constantly added new games and exercises to my repertoire as 
I continued to read widely and attend workshops such as the 
interpersonal skills training courses that I began to attend at Surrey 
University in the Spring of 1987. The main bibliographic sources of my 
research in this active phase were based around:
* the group development activities in Johnson and Johnson (1972 and
1975a, b); Pfeiffer and Jones (1972, 1979, 1980 and 1982); Simon and
Kirschenbaum (1972); Stanford and Roark (1974); and Stanford (1977).
* the self awareness exercises in Halamud and Machover (1965) and 
Stevens (1971).
* the theoretical research aspects of Heron (1971 and 1981a); Reason and 
Rowan (1981).
$ the experiential learning models found in BoydeIT (1976) and Kilty 
(1982) and
* the personal development issues found in FEU publications and in 
Mulligan (1984).
[Ü] My intention regarding the research design was to, first, 
facilitate a group building programme which I adapted from Stanfords
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(1977) model (see section 4.1) in order to effect a successful 
orientation process; and then guide the groups through the stages of 
norming, and storming; and then suggest experiential inquiry as a method 
of carrying out the performing stage of completing the syllabus 
requirements, using our own "experience" as the "live" content of the 
research cycles. The stages of that process would consist of the 4 
stages of action and reflection which I have described earlier [section 
4.53 .
Ciii] I intended to continue the process of maintaining a full research 
log in the form of a 6" x 4" card index system, keeping track of the 
main weekly events in all the 10 YTS groups in preparation for my 
eventual write up at the end of the year. I did not know in advance what 
group(s) would eventually be involved in co-operative inquiry so decided 
to keep a record of the main events and sequences in all groups in 
anticipation of one or two becoming eventually "active". My thinking at 
the time was to collate as much information as possible in the areas of 
group development, personal effectiveness, experiential learning and new 
paradigm research and decide how I would analyse it at the end of the 
year. I wanted my logs to show what the events and activités were that 
led up to my attempting such inquiries with young .people. I wanted a 
full, comprehensive record of the exercises and games I used with the 
groups; their and my ongoing thoughts and feelings about the group 
experience. I considered this would provide a richer and more 
descriptive case study format. I also informed the trainees that the . 
entries would contribute to the end of year report I would be expected 
to write. I added that I wanted to write positive statements about
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their work in the group rather than complete the standard report form 
which I felt inadequately addressed the aims and objectives of my 
lessons. Keeping such records would enable me to remember those positive 
contributions. I also distributed evaluation questionnaires in the 
Autumn and Summer term to gauge whether my objectives were being 
reached.
I asked if they would be willing to keep their own records of the lesson
proceedings but they dissented, feeling that any more form-filling and
checklist-ticking would be intolerable. One trainee commented:
Ve do enough writing in other lessons...we're always filling 
out forms and ticking boxes.
C iv] Before presenting the findings from these YTS groups, I think it 
important that I provide some background to the political arena in which 
these curriculum studies took place.
I experienced continued opposition from some group tutors as well as 
negative responses from those administering the college Personal 
Effectiveness provision; believing it to be "too personal", "not 
integrated within the trainees' overall programme", "irrelevant" and 
"too discussion oriented and not enough writing". The YTS Co-ordinator,
R S, and the Managing Agents, Templeton Training, were my most vocal 
opponents. They were concerned that I keep to the official civic 
studies-type syllabus focussing on legal, financial and job search
information.
Other colleagues, notably my Head of Department, A P, a General Studies 
colleague, M C, and two vocational course tutors, J R, and D P were 
supportive and positive. The latter attended the Personal Effectiveness
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sessions each week for a year with his tutor group to experience 
student—centred learning and group work, first hand.
tv] At the beginning of 1987, the MSC encouraged the setting up of local 
Programme Review sessions where trainee representatives were invited to 
attend meetings with College, Managing Agency and MSC personnel to 
identify areas of weakness within their training programmes. In the case 
of my college, 5 such meetings were organised in March 1987 to cater for 
the 19 YTS groups studying at the college. R S represented the college, 
recorded the remarks made by trainee representatives regarding their 
evaluation of their off the job training and then wrote brief reports to 
the Heads of Departments in the college. Teaching staff were not invited 
to attend. R S informed teaching staff that the MSC attached great 
importance to these meetings. He was also keen that Personal 
Effectiveness be integrated into their vocational lessons rather than be 
delivered separately as timetabled sessions. He often said that this was 
taking place in other schemes and our institution was becoming the 
exception to the rule. It transpired that he was to canvass opinion from 
tutors and trainees alike as to the viability of integrating the 
substance of my work at the college into their vocational lessons. 
Trainees were asked their opinions about such a development at the 
meetings. Trainees expressed mixed reactions to my lessons} some felt 
that they were very beneficial and should be kept separate; others were 
more negative and felt they had little relevance to their work lives.
So, the research activity over the year must be seen against this 
background of continued uncertainty about the development, or, rather,
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survival, of my work as a full-time facilitator of Personal 
Effectiveness.
[vi] I spent the first term, with all groups, engaged in orientation and
norm-establishment exercises aimed at developing co-operation, problem
solving, decision making through consensus and taking responsibility.
Most trainees, in all groups, found the lessons in the first term
enjoyable and useful as indicated in the results of an evaluation
questionnaire I gave them and the majority of responses suggested that
my aims of developing trust, friendship, openness and a relaxed
atmosphere were clear and being met.
YTS Motor Vehicle understood the lesson to be about:
seeing what our feelings are and talking as a group...letting 
our feelings out and getting to know everyone really well.
Vehicle Stock Handling thought the lessons were trying to achieve: 
teamwork. . .trusting people...building up courage to meet 
people.
Caterers suggested the lessons were to do with:
self confidence...making the group as one...care, friendship 
and understanding other people
and Mechanical Engineers regarded the lessons as:■
a way to communicate better socially...free speech between 
people.
The trainees thought the least useful aspects were the lessons' lack of 
relevance to their occupation and some people not joining in or 
dominating the group. Some did not like the ice-breaking games; others 
did. The remaining responses generally reflected the opinion that the 
lessons were fun and different.
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5.7 •PHASE 2 r 19861. CASE STUDY 2. YTS HAIRDRESSERS - GROUP 3,..
[i] This was an all female class of 8 hairdressers employed in salons in 
the locality. They were an enthusiastic and open group who responded 
well to the group development approaches I was using and I therefore 
thought they might enjoy experiential research. Back in November we 
diagnosed our learning needs as being; to build up confidence and 
reasssurance; wanting to be liked; letting our feelings out; 
understanding how other people fee1 and what affects them; how to relax; 
concern about what other people think about us; being a good listener; 
wanting to be more open, trusting and secure in ourselves.
[ü] I decided to initiate the subject of doing experiential research 
with this group in the New Year. I declared my interests in doing 
experiential research as wanting to improve the process of education as 
well as gaining professional development. I tape recorded the first 
session. The main theoretical issues that emerged in discussion were;
* Why choose this group to do research with?
$ What is research? What does it mean? Why bother? Who is it for? Does 
it help?
* Do you understand about yourself more? Do we learn anything from 
research?
* How much time do we want to spend researching?
* What do we research and how do we arrive at a topic to research?
$ How do we record what goes on in the research? Who is going to write 
up the findings and who is going to be interested in reading what 
happened?
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*”Isn't research, sort of what we are doing at the moment in the lessons
but not in depth?" CAD]
The group generally acquiesced to the idea of doing research, with A D 
being the only one who appeared enthusiastic. A majority of members felt 
very uncomfortable and inhibited with the tape recorder on. I asked how 
we could be sure to record accurately what might come up in the inquiry.
T C said: "You'll remember it if its that important".
It was decided not to use the tape recorder again. The issue of tape 
recording or not brought up a lot of anxiety and guilt. R F became upset 
at her anxiety about being recorded, which she said was rooted in school 
experiences. She was concerned that her anxiety would spoil the research 
plan. She was unable to share her feelings however in any depth. A 
definition of research which S N, A D and T C teased out in discussion 
was: Looking into something in depth including the history behind it. 
They also discussed what the Personal Effectiveness lessons meant to 
them; what they got out of them in terms of personal learning and how 
the lessons made them "think in new ways". This provoked a lot of 
discussion and useful ideas to progressively focus upon. How important 
was I to the group’s success? Could the group run without me? Vhat did 
I, as leader, do? T C asked; "If there was no such thing as the Personal
Effectiveness lessons, would we be as close as we are now"?
The group were unsure of what was expected of them. When I asked. Vhere
do we start ...this research on us"?, T C said.
You've got more of a vivid imagination about those sort of
things than we have. Ve can tell you what you want to know
but we don't really know what you want; well we do but we 
don't know where to start cos theres so many different 
things isn't there really?
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I was asked what I wanted to research and I wasn't sure. I didn't have 
any burning issues and nor did they but there was tacit agreement that 
the research would be about "our personalities".
Ciii] The next week, all the group were in and I played back the tape 
but discontinued it when members became restless. The issue of tape 
recording set off a chain of strong reactions amongst some members. It 
was agreed that I should write down what happens. Someone said; I think 
it was S K: "The atmosphere in this group is changing". T C remarked: 
"How do we know Pete doesn't write more notes at home?". A D came back 
sharply attacking Terry for not trusting me. T C became upset: "Things 
never come out the way I intend them; I didn't mean what I said.
S K had no objections to most things being recorded in some form but 
thought her boyfriend would be upset if he found out we had been 
discussing his "spot of bother". S E looked uncomfortable as tensions 
increased and angrily remarked that the lesson was "stupid". R F was on 
the verge of tears so I suggested it was OK to let go ... which she did. 
S H was concerned that we had "pushed her" and was very supportive. A D 
commented: "I believe in saying what I feel and that's that". I 
explained that we were showing feelings that are often subdued and A D 
adjoined: "It never comes out in other lessons; its come in and write 
down stuff in your books time",
Sharon said she felt like cuddling those people who were hurt so I 
suggested a group hug which we did and validated each other, and caring 
especially for R F.
116
Civ] On the 12th February we started the lesson by recalling what 
happened the week before, drawing on my journal notes and then continued 
with the question: "Vhat now?" I provided an information sheet about the 
importance of self disclosure to group development (Jourard, 1974) and 
then suggested we complete the following sentence 10 times as a paper 
and pencil exercise: I would like to find out in depth.. .
After some discussion we came up with the following: more about myself 
and the group; why my loved ones have been taken from me; what I really 
want in the future; how to understand myself better; what is my true 
personality; why some people are shy and others are outgoing; how to 
cope with separation from Leo; what it would be like to be sad/happy all 
the time; what D D thinks of me and the lesson; how to understand 
someone else's feelings; why this group thinks it is the best group; why 
people treat others the way they do; what people think about me; what 
it's like being a 17 yr old to-day; how this lesson can be related to my 
work; why does pain hurt so much; find out about unhappiness.
I wrote: Vhat D D thinks of me and the lesson and how this lesson can he
related to your work underlining, on reflection, my anxieties about the 
status and popularity of the Personal Effectiveness lessons vis-a-vis 
"critical others". Their course tutor, for example, wanted my lessons to 
be more related to "work".
S F suggested we adjourn "for a fag" and sit by the exit. Ve did this 
and I, mischievously, gave them a copy of Heron's experiential research 
methodology (1981a) to glance at, which, predictably, they were unable, 
to understand. The rest of the period consisted of our talking about the 
merits of this sort of lesson, prompted no doubt by my anxiety about the
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continued existence of the separate Personal Effectiveness component. S 
K said:
When people ask me about Personal Effectiveness, I can't 
really explain; its not like other lessons where you know 
what you're doing from week to week. When I try and 
explain, other people say - What're you on about?
Cv] Two members were absent on the 19th February.' I distributed a 
summary of our progress so far. S R commented: "I didn't think we were 
doing them". A D suggested we cover the topics one by one but others did 
not seem enthusiastic. The discussion turned to the subjects of Aids and 
Sexuality and disclosures were deep and explicit; comical and 
disquieting. S R and D D held back. I shared my problem of my 
infertility, and members were supportive and understanding.
[vi] The next week I proceeded to read out the possible research areas 
and after discussion it was decided to pursue the topic: What's it like
being a girl in to-day's society?. I suggested we needed to turn the 
question into a hypothesis. No one knew what a hypothesis was so after 
some clumsy explanation on my part and further discussion, we agreed to 
the proposition: It's easier being a boy than being a girl in today's
society. Members returned to the subject of Aids and after further 
discussion and a useful brainstorming/mapping process the hypothesis 
changed to: Boys are less likely to show their feelings than girls. My 
enthusiasm for testing out this proposition in my day to day living was 
not reflected in their actions. Two members seemed particularly 
lethargic. S N was very tired and S R, "had been in a bad mood all 
week". Other group members stated words to the effect:
It's not that we're bored, it's just because we're having to
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think and my mind goes blank. You want us to ask questions and 
we're not used to it. It doesn't happen at school.
My reactions to these unfolding events was interesting. I was feeling
angry, not so much with them but with myself for expecting so much from
them in terms of getting immediately committed to "doing things" and
developing experiential procedures to test out the proposition. They
felt I was getting annoyed with them. I noted in my journal:
Vhere on earth are we in terms of the research cycle; we still 
haven't worked out any procedures to test out. Maybe I need to 
write out, in a simple form, the gist of what Heron is saying 
as a guide.
Cvii] I prepared something for the next week. I wrote down the stages I 
thought were needed to conduct an inquiry but the explanation was barely 
digestible. I continued using words such as prepositional statements; 
persons in relation; hypotheses; mapping processes; human potential and 
the like. It was never handed out as members were keen to discuss the 
impending YTS Programme Review meeting which T C would be going to as 
class representative. The lesson provided an opportunity for her to 
gather their complaints about and reactions to their YTS training 
generally so as to be prepared to convey them to the authorities the 
following week. I suggested I leave so that they could talk openly. I 
was told, "not to be so stupid". I blushed with embarassment. Again, I 
was anxious that they would not say derogatory things about my lessons 
but conveyed that distress in an indirect way. Ve spent some time 
considering how T C could justify what we do in the lesson vis-a—vis the 
formal syllabus objectives which they said were "crap and a waste of - 
time". Ve agreed that some objectives would be covered in the weeks to 
come. Ve did not carry on with the research.
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[ viii] S K was absent on the 12th March and T C was at the meeting at 
Templeton Training offices, R F had brought in some 50's music. A D had 
come in despite the fact she was on holiday. Members did not want to 
cover the syllabus or carry on with the research. Ve discussed a range 
of other personal issues.
C ix] I attended a workshop at Surrey University on 16th/17th March on 
the subject of Co-operative Inquiry. Peter Reason facilitated. Vhat 
emerged from this was:
* a familiar pattern of personal discomfort and self-punishing behaviour 
in my interactions with "advanced" peers in the academic research 
community, demonstrated in unclear and hurried verbal communication. I 
felt an outsider and ignored.
* a concern that there was "transference" taking place in my research 
work with young women. In short, workshop participants were most 
anxious that I check out with the young people whether they were doing 
the research "because they were in love" with me or because "I 
provided the father figure they wished they had". These concerns, it 
was suggested, may distort the validity of an inquiry if not 
addressed.
* an increased understanding of the stages involved in carrying out an 
inquiry...however flexible these stages actually turn out to be.
* an opportunity to begin our own, short inquiry on gender issues - 
Whats it like being a man/woman and developing procedures to explore 
the area.
* a concern from course members that my home-based research was not 
peer-based. I was 36 and the trainees were 16 years of age, I added
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further dimensions; I was male, in a middle class occupation and 
earning £250 a week; they were female, in working class occupations 
and earning £25 a week.
* a realisation that the professional groups I had participated in at 
Bath and at Surrey and the adolescent groups I was faciltating at work 
were "worlds apart" in terms of listening, attention skills, 
motivation and self-direction.
Cxi On returning to college I raised the matter of possible 
"transference" with the hairdressers and they thought the suggestion 
"pathetic" and "crap", adding: "Vhat do they know about us. Tell them to 
come into the lesson; we'll tell them".
The rest of the lesson was devoted to members sharing their moans and 
groans about aspects of the college course such as the "boring" routine 
of work and college; relationship problems with boyfriends; and 
uncertainty about staying in hairdressing as a career. T C talked about 
the Programme Review Team meeting and how boring and stuffy it was. She 
commented that trainees were not encouraged to relax at the meeting 
which might have encouraged more openness. We did not carry on with 
experiential research explicitly.
Cxil The next meeting was "flat" in terms of energy levels. S R 
commented that; "Ve know each other now...there's nothing more to be 
said". She asked for some physical activity such as a game of rounders.
I suggested we carry on with the research. There was little interest - 
unless the YTS Carpenters group could join them. I facilitated this male 
group on Fridays and was able to combine the classes for a one off
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session back in November. The lesson was very successful and friendships 
developed; the boys were wanting to invite the girls to France for a day 
trip we had been planning. Half the hairdressers were interested in 
developing closer links with the boys; half "didn't mind".
Members commented that the group was changing and becoming more apathetic; 
they wanted a change and some excitement, I felt angry with their lack of 
commitment but remembered how I felt at times at Bath and, to a lesser 
extent, at Surrey; sometimes bored, restless, insecure and thick, unwilling 
or unable to initiate movement in the group.
Cxiil After Easter the lessons with the hairdressers consisted of 
discussions around problems and issues such as jealousy, possess!veness, 
shyness, and career development.
The notion that these experiential activities, role playing, discussions, 
guided fantasy and assertiveness, were connected to our original "research 
interests" was not made explicit. But interestingly enough, they did relate 
still to our initial propositions. T O  in particular was "really helped", 
she said, by the group in clarifying her needs and feelings regarding the 
relationship with her boyfriend. The course finished on the ffth Jvh&.
Cxiii] Without analysing this attempt in too much detail until the next 
chapter, I was pleased, at the time, that I had collected more illustrative 
data than in the previous attempt. We had carried out some close encounters 
of the personal kind and we had arrived at our own hypothesis (Stage 1) 
phase after a good deal of negotiation, divergence and convergence. A key
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objective of using experiential research with YTS groups was to elevate 
research as a personal effectiveness learning programme as I expressed it 
earlier. The kind of data that emerges from the case study does indicate 
that the elements of planning, problem solving, decision making and 
communication skills were fulfilled in the case study. Ve were able to 
operate at a more advanced level of reflection in this project than was 
possible with the Stockhandlers but the inquiry "run out of steam" and 
attention was lost. Ve did not systematically collect data based around our 
proposition. I was the only one keeping a diary. It lacked authentic 
committment ; members were not sufficiently motivated enough to 
systematically test out our initial ideas in and out of the classroom and 
work these experiences into definitive statements about what it was like 
being a young man/woman in today's society, I felt I needed to apply further 
cycles of experiential inquiry in the academic year 1987 - 1988 to progress 
from a stage 1 level toward more full-blown research. Despite the political 
difficulties I envisaged, I would also continue with the other aspects of 
the research design and data gathering I desciibe earlier.
5.8 PHASE 2. EXPERIENTIAL RESEARCH [1987 - 19&SJ ITODDVCIQl
[i] I was committed, like the year before, to introducing co-operative 
experiential inquiry as soon as was practicable. Despite my limited attempts 
in the past I still felt that experiential group work with young people held
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the key to the development of self-directing inquiries and the subsequent 
empowerment of the learner.
[ ii] The term started badly. Without any consultation I was moved out of my 
well equipped base room into a poorly resourced and inhospitable classroom 
in the main thoroughfare of the college.
Ciii] This years work was also characterised by continuing differences of 
opinion as to what constituted Personal Effectiveness (Iciter to bs called 
Pop^onal Studies as a iresult of the Progrannoe Review teams). I did interview 
R S at the beginning of term in order to clarify our perceptions of Personal 
Effectiveness and see whether there was any common ground. I explsined that 
his views would be of value to me as a teacher undertaking research in the 
college. 1 sent him the following questions before our actually meeting:
* What does Personal Effectiveness mean to us? How do we measure our 
personal effectiveness? How do we measure the trainees' ?
» How did the title "Personal Studies" come about?
6 #bat would be a possible profile of a personally effective trainee and 
trainer?
• %at are some of the barriers to developing personal effectiveness i.e. 
organisational constraints, unclear objectives, and misunderstandings?
His replies, according to my log entries, were as follows:
22/2.: Interviewed R S re: the research. Sat on the floor and 
mapped ideas. Interview lasted about %hr. Sent him the questions 
beforehand. He said ü.self confidence" (in a nutshell) lay at the 
root of what constitutes personal effectiveness. He said it was 
an extrememely difficult subject to define. He did not want to 
discuss his own personal effectiveness as part of the enquiry -
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he didn't see how his personal effectiveness was related to the 
trainees.
Personal development had never really been taken seriously in 
FE; Senior management don't take it seriously and advised that 
what I do is better suited to HE or teacher training colleges. 
He doubted that PE as a separate timetabled subject would last 
and would prefer himself to see it integrated. He suggested an 
effective PE tutor was one who was "reasonably experienced and 
would not quell at every twist and turn and could meet the 
challenges coming his or her way". Such a leader would probably 
be worldly wise, probably married, have own family (not 
essential but it helps), not homosexual, good listener and 
effective with groups. R S said his job was complicated by 
conflicting demands...meaning different- parties wanting 
different things from YTS. With regard to PE - we are in loco 
parentis so we need to be careful. He would like to see 
an emphasis on Health Education (healthy in mind and healthy in 
body)... a balance of skills, information, and personal 
development. Health Ed is valid with other agencies. He is 
concerned about group pressure making people conform and 
embarassing them. .."you can't attempt too much...depends on 
their age and maturity". Concerned also for intrusion ("people 
should be able to opt out, be quiet and not to answer") and 
taking over the parents role...though at 16 he suggested that 
young people are more independent... but "it is a very 
vulnerable age so have to be sensitive". He reiterated his 
belief that people need structure..."! need structure ...but it 
needs to be flexible". Without structure, people become 
insecure. He said that D R [Hairdressing tutor] sees PE in a 
different way..."structured. . .answering the phone and dealing 
with the public". The problem of your approach is not so much 
coming from the kids, said R S, but coming from Templeton 
Training.
I also tried to interview the manager at Templeton Training but she declined 
the offer after I had sent her the same questions I had asked R S. She wrote 
an extremely terse letter to the Vice Principal accusing me of wasting her 
time trying to find out what constitutes Personal Effectiveness when I. was 
supposed to be the teacher responsible for delivering the syllabus that had 
been discussed the summer before. My Head of Department came to my defence
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and responded with an equally acerbic letter, reminding her that I was 
approaching her in a private capacity as a teacher/researcher.
[iv] The Programme Review teams met again in February, 1988. Some students 
stated that they did not see the relevance of the sessions. They were also 
asked whether I was following the syllabus. When some trainee 
representatives replied that the syllabus was not being followed, Templeton 
Training reacted angrily. They provided a report to this effect which I then 
responded to, disputing the generalisations that were made in it. I produced 
a report that contained very positive comments from students who would not 
have agreed with the conclusions of the PRT meeting.
5.9 PHASP 2 r 1987 - 19883 . CASE STUDY 3. YTS ELECTRONIC OPERATLY.ES.
Ci] The 12 male participants in DEX 1 came from varied backgrounds and were 
sponsored by differing organisations. Two members were from Iran and in 
their late 20's. Another member was a "lifer” from an open prison who was 
preparing to leave prison shortly. It was by no means a homogenous group.
The rest of the group were 16/17 year old YTS trainees. They were studying 
for a City and Guilds Electronics Certificate,
A good deal of time was spent on activity and games intended for building 
trust and opening up communication in the group. Lessons tended to be 
somewhat "stilted" with me doing most of the work and making most of the 
decisions. There was also a period in the Spring term when the group reacted
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negatively to the experiential nature of the lessons and asked for a more 
structured, teacher-directed and topic-based approach. I agreed to their 
wishes and the trainees responded positively and soon began to seek 
spontaneous activity and discussion as well. Ve also talked about the 
possibility of joining a colleague's class. She taught Hotel Receptionists 
and we discussed the potential benefits of bringing the groups together to 
develop communications skills. Some useful work was carried out with DEX 1 
in agreeing a format for convening these sessions.
Ciii On the April all 8 members arrived. I initiated an opening round
of Anything good, anything new but the group remained quiet so I suggested 
10 minutes non-verbal communication only. It was I who inadvertantly spoke 
first. I began a physical "warm up" exercise to get the group moving. I 
asked G B if he would lead the group with some martial arts exercises. He 
said he would. Group members remained seated and resistant. Five minutes 
passed when suddenly H R stood up and began touching his toes; I followed 
and then the others joined in. I boarded up the windows to avoid 
distractions from passing students. G B led the group with a rigorous 
routine of exercises which we later agreed was fun and envigorating and 
allowed us to "forget ourselves". After about 10-15 minutes S R taught us 
some other exercises. I took over from him by facilitating the group with 
some breathing exercises that I had learned from a workshop at Surrey 
University, instructing them to pay attention to diaphragmatic control 
rather than the shallower chest breathing that was the familiar response. I 
provided some explanatory comments about the importance of effective
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breathing and checked their breath control. After about 25 minutes we 
returned to our seats and consulted the group needs flip chart and there was 
agreement that we were doing what we said we needed to do as part of our 
contract to be more "structured". I discussed my need on the list which was 
to carry out a group research project. There were no objections so I began 
with a brief explanation of what co-operative inquiry is; how I tried using 
it with the Hairdressers in 1986; what would be expected of them and what 
they could expect to get out of it. I used a prepared flip chart to present 
this introduction and point out the stages of a co-operative inquiry.
I clarified the voluntary nature of "doing research" and explained the 
differences between what I was suggesting and traditional research, 
emphasising the collaborative, participative features of the former. G B 
intervened with the suggestion that: "Fitness is something we could find out 
more about. That fits the bill". I agreed and asked if others were 
interested in the topic; they were, although D B and C R were not 
demonstrably so. I finished explaining the procedural information on the 
flip chart and then carried out a brainstorm to identify any other issues or 
topics that were important to members. They were: relationships with girls, 
quietness in groups, examinations, how to react to people at work and 
socially. The issue that carried most weight was related to fitness and a 
mapping process identified the following sub-issueS (see overleaf).
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Figure 5.1 Fitness Brainstorm
"Healthy in body, Healthy in mind. Age
Money
Keeping in shape
Weight (putting it on/losing it) 
Time---------------------   \
Diet
SexForget problems, things
FITNESSRelease
Alcohol, drinkStamina (mental and physical)
SmokingLongevity
Vegetarianism
Less likely to get sick
Don't wait till 
you're 55!
Heart attacks
Alone or with others
Sport
Self image
My task during the mapping process was to note down key words, clarify 
meaning, share my ideas and build empathically on what trainees were saying. 
One, normally, very quiet and resistant member shared for a good minute how 
his cycling interest had stopped since he had moved down to Sussex "for lack 
of friends down here".
Some questions began to emerge consistently around:
* Is a healthy body and healthy mind related?
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* Why jog at 55 and risk a heart attack. Do it now.
* What are the ways we could develop fitness?
A M thought it would be useful to define fitness so I began a fresh flip 
chart. One member suggested that fitness was "not getting my arse kicked in 
a competition". That brought up a debate about fitness for whoif?; for 
ourselves or for others? Are we seeking fitness to compete against others or 
for our own satisfaction and enjoyment? Fitness should not be an "endurance 
test" someone said. A H thought fitness was "utilising your capabilities to 
the maximum of your potential". G B said: "OK! That's the what. low lets 
look at the how!". He suggested we think about some procedures over the week 
to test out whether keeping fit improves the mind. A H was keen that we 
assess our current levels of fitness in order to assess any changes and be 
clear about what the research is about - for our own private self 
development or as a means of comparing our achievements with others. He 
suggested a daily rating scale to be used for the duration of the 
experiment.
0 10
I am unf it_ _ _ _ _ _ _ _ _ _  I am fit
I shared that I wanted to be fit but did not enjoy the effort I thought 
would be involved. G B suggested I try a "walking meditation" as "you seem 
to enjoy meditation". The idea excited me in that I would be exercising my 
body as well as developing my meditational practice. The morning was very 
useful with members demonstrating considerable skills in negotiating and 
planning.
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Ciii] G B initiated the opening round the following week and shared that he 
had tried jogging to work as well as practising his martial arts exercises 3 
times. He did not enjoy jogging and was relieved when a member of the group 
saw him in the street one morning on his way to work and gave him a lift in
the car. D B said he had thought about the enquiry whilst cycling; P C,
whilst swimming. I had practised my walking meditation on the way to college 
and had found it too dangerous a pursuit to continue, given the need to pay 
attention to traffic and other pedestrians. S R had jogged and paid 
attention to the relaxing and envigorating aspects of the physical exertion 
and the shower afterwards. D B commented sarcastically how he had walked 
home from the pub, "not because of any deep committment to the enquiry".
I asked how this feedback related to our proposition that fitness is good 
for the mind and how do we test it out. A M said that the validity of the 
enquiry is in: "increasing mindfulness and the ability to describe the 
effects of the procedures on our minds and bodies".
I added that the research was about increasing the awareness of the co­
researcher; the essential validity is the experience of the participant. The 
next stage included some resolutions to try out the same, additional or new 
procedures. I said I would monitor my walking meditation, albeit in a safer 
environment than the street. A M would continue his daily exercises but with 
increased mindfulness and G B said he would "mind what he eats". This 
morning's work only lasted half an hour. At 9.30 the Hotel Receptionist 
group arrived to begin a series of combined lessons. They had been 
negotiated and mutually agreed a few weeks before and in a sense signalled
the end of the structured enquiry with DEX 1.
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Civ] I was hoping that this new initiative would generate further inquiry 
work since both groups were interested in gender issues. In fact, no 
systematic research took place during the 3 weeks the classes were combined. 
The sexes remained segregated during this time; the males preferring to talk 
about the North/South divide, smoking, work matters and the impending Poll 
Tax whist the females attempted to veer the discussion toward more issues 
around personal relationships. The process seemed sluggish, though, 
participants said they had enjoyed the 3 sessions together. My staff 
colleague, J IT, commented on the effective interpersonal skills of DEX 1, 
finding them more communicative than her students.
Cv] I would say that the attempt with DEX 1 provided some interesting 
divergence and convergence activity as we planned and revised our 
propositions to make sure that they really had meaning for us and could be 
taken away and monitored. However, once again, the intention was not matched 
by the practice and the inquiry into Fitness issues ”fizzled out” after a 
couple of weeks. Nevertheless, this inquiry lasted longer and was carried 
out at a greater depth than my previous attempts, Ve moved a couple of steps 
further beyond the hypothesis building stage of experiential research into 
tentatively monitoring our own experience and reporting it to others. The 
brainstorming process had enabled an experimental climate as well as 
providing an authoritative structure that encourages the interactive and 
dialectic process of hypothesis building, where ideas and action meet, 
metamorphosize and move on. But there was not a perceived difference in
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effect, despite the intent, between where co-operative inquiry began and the 
experiential group work sessions ended.
[vi] The diary keeping process of monitoring the case studies was once again 
a useful and rewarding process for me but its validity would have been 
advanced if the trainees had logged their findings as well. It would have 
been difficult to convince them of the rewards of such a systematic 
endeavour given the fact that there was no certification for Personal 
Studies, as well as a general dislike for writing.
5.10 EKD OF PHASE 2. BEV OPPORTUNITIES,
[i] Personal Effectiveness (.Personal Studies), as a separately timetabled 
subject, was removed from the YTS off-the-job training in the next academic 
year C1988 - 19893. Instead of attending college for 2 days a week, new 
guidelines were introduced that necessitated their attending only 1 day a 
week to study for vocational qualifications. Core subjects such as Computer 
Appreciation and Personal Effectiveness were dropped and vocational subject 
teachers were expected to integrate them within their lessons.
[ii] I returned to college then in September, 1988 without a teaching . 
timetable. I was appointed full-time in 1983 to teach Social and Life Skills 
and now found that the subject area had been withdrawn. I was very concerned
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for my future at the college. I needed therefore to adapt very quickly to 
other areas of work and prepare for quite unfamiliar subjects.
I was required to teach a variety of subjects to a variety of client groups 
including 'A' level and GCSE level Sociology and Behavioural Studies on a 
BTEC 1st Diploma in Caring course. But I also became involved with the 
Sociology and Communications teaching on the BTEC Health Education 
Certificate course which was a post professional qualification and taught 
Communications Skills on BTEC National Diploma engineering courses.
Ciii] The conditions for carrying out additional inquiries were favourable 
given the nature of the syllabus aims and sympathetic section management of 
the BTEC Health and Caring courses. I have already spoken about these issues 
in an earlier section. My 13% hours teaching on these courses seemed to me 
to be fertile ground in which to sow the seeds of experiential inquiry work 
with young people. I asked permission to carry out research from the course 
tutors of the groups with which I was involved and they all agreed.
Civ] Unlike other occasions where I waited for the appropriate moment in the 
group development cycle to suggest doing co-operative inquiry, I decided, 
this time, to propose them in advance. I felt that the methodology was 
congruent with the aims of the course and therefore 'T was not uncomfortable 
about initiating them quite early in the Autumn term.
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5. 11 EHASE.3, CAGE STUDY 4, A YTS GROUP STUDYING FOR A BTEC ptkrt 
CERTIFICATE Ig CARING [1989 - 19901. CONFIDENCE ASSIGW¥T?WT.
C13 I first met this group of 15 trainees at the end of September 1989. 
Fourteen were girls. I had been asked to cover for an absent colleague. I 
spent the hour with them chatting about their work places and interests and 
found them to be a lively, open and friendly group. Ve got on well together. 
It was not until about 3 weeks later that I was asked to teach this group as 
part of my timetable. I was asked to take responsibility for the Common 
Skills element of their programme which meant that I help them develop the 
learning and studying: working with others, communicating, 
information gathering and processing, identifying and tackling problems and 
design and visual discrimination. I was timetabled to teach them for 1% 
hours each week. This particular part-time caring course was set up 
unexpectedly in September 1989 and therefore had not been planned in the 
same way that other BTEC Health and Caring courses had been organised. 
Assignments had not, in this case, been pre-set at the residential workshop 
which I and other members of the teaching team attended on 13th - 14th July 
1989.
Cii] The idea of looking in depth at COBFIDESCE arose from a Heeds Analysis 
exercise we carried out. We all wrote down on individual pieces of flip 
chart paper what we needed to develop from the course in terms of our 
knowledge, skills and attitudes. I also asked members to write down what 
they felt they had to offer with regard to these categories. I helped some
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members identify their needs by asking them to think of any recent incidents 
when they experienced any difficulty and what might have helped them resolve 
the problem. A common area of concern was one of lack of confidence. It was 
fortunate that the course philosophy allowed for this kind of assignment 
negotiation and we decided as a group to make Confidence the subject of our 
inquiry. The aim of the assignment was to find out more about confidence and 
try out ways in which we might become more confident.
Ciii] I gave out the assignment in the third week (see Appendix 3) and 
explained the language and the intentions. C summarised the methodology as: 
"Writing up at the end of the lesson all that goes on with regard to 
confidence". L felt that: "Group research is together we find out what 
confidence is".
Since the BTEC assignments have to be graded as part of the summative 
assessment process, I provided assessment criteria that I felt would also be 
appropriate for checking the validity of our findings. Some are directly 
applicable to the comments I make in Chapter 4 regarding current norms of 
validity seeking (pp. 85 - 86) and others I included which I felt reflected 
some of the experiences I had had with with other inquiry groups.
Civ] We carried out pair interviews as a way of relationship building and 
then completed a brainstorm around the word. S's report mentions that our 
brainstorm brought out the following categories: Lack of, Very outgoing, 
Flirt, Sharing, Loud, Shyness, Talking, Boasting, Making a n oise...sometimes 
it means shyness, Underage drinking and smoking, Sex, Overconfident, and
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Boredom. When it came to defining confidence my definition of the term was: 
"being able to do what I want to do and feeling a competent and worthwhile 
person".
K's, C, L, A H, and the S's gave their definitions:
doing what you want to do and capable of doing regardless of the 
internal and external barriers [S3...can achieve anything you 
want to achieve CC]...talk out aloud, speak your mind to things 
you shouldn't CK3...being aware of yourself LA M3...not feeling 
embarassed in front of a lot of people you don't know but you get 
up and give it all you've got [S3...when.you're shy and quiet and 
need the confidence to come out of yourself and take part in 
group discussions. Also to try out something you're not good at 
and you need confidence to do this. ..standing up towards myself 
and defending myself and speak out more £ K3.
[v3 On the 8th November I entered the class and the group had already formed 
into a circle. We got onto the subject of fashion so I started the lesson 
with an ice-breaker and asked each member in turn what their favourite item 
of clothing was. We then discussed where we were in terms of the research. L 
was not sure whether we had to record data in the lesson and at work. I 
suggested we restrict our data collection to classroom work. We embarked on 
a free flowing and enthusiastic discussion about what makes us feel 
confident and unconfident. L and S acted as scribes. L's report provides the 
details of this discussion under the headings:
- You feel confident when.. .
- You feel unconfident when. . .
- Why aren't you confident...You're not confident because...
- Physical signs of lack of confidence...You're not confident when...
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There was a strong sense of closeness and togetherness in the group. A said 
she felt very safe and cared for in the group. L thanked her for the 
compliment". We then talked in pairs about how we know when we're 
unconfident and how it affects us physically. I worked with J who is unable 
to read and write. We discussed possible ways of recording his learning 
during the research. A new member of the class, T, was asked about 
confidence and she said it was to do with: "not feeling you are making a 
prat of yourself".
I suggested we use the last 5 minutes of the lesson recording, on our own, 
what we thought had happened in the lesson. The class was split between 
those who wanted to finish 5 minutes earlier and those who did not. S called 
for a vote and the majority wanted the the former. Someone pinned the flip 
charts on the wall for others to copy. S thanked me for a good lesson.
[vi] The next week, I distributed another part of the assignment [see 
Appendix 41 which was intended to take us into an action phase. L still 
mentioned that she wasn't sure what confidence was. I suggested she think 
about what confidence is not and to picture the behaviour of an unconfident 
person. S offered an example from her own recent experience of not feeling 
confident concerning her going out with an older and married man and 
described the feelings of embarassment of going into a pub alone until he 
arrived. At this point, V, one of the few black students in the college, 
passed by the classroom which sent S into raptures: "I've got a thing about 
black boys", she squealed.
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Such was the hysteria caused by the siting that V came into the classroom to 
see what all the fuss was about.
Later on in the lesson I tried to facilitate an awareness training exercise 
called Now I am aware (Kilty, 1982, p.2) which was intended to teach them 
self-observation skills prior to their taking note of their confidence 
behaviour during the action phase. They didn't want to do it, thinking it 
"stupid".
Cvii] During the next session we utilised the fishbowl technique to decide 
where we were going with the research and what activities would increase our 
confidence. An inner circle of 4 students started discussing the topic in 
hand whilst the outer circle observed quietly. If they wanted to contribute 
to the inner circle discussion they had to attract the attention of one of 
the participants and take their place. They had to do this by non-verbal 
means. At first the process was quite slow. The trainees were unfamiliar 
with the technique. After a while the interaction increased and the movement 
from outer to inner became intensified. Hany useful and practical 
suggestions for ways forward were identified. L's suggestion for a drama 
exercise was taken up and she and C taught us an improvisation which 
consisted of a them starting a scenario and other members of the group 
joining it and subtly changing the direction to another situation and so on. 
During the debriefing we agreed that activity and fun were essential 
ingredients in building up confidence and A M said: "We look forward to the 
lesson. When you're having fun you remember things more".
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After 10 minutes discussion we came into a very tight circle and I asked how 
we report all our work and we decided to use a variety of reporting devices 
including drawing, writing and video recording. Some were reluctant to do 
« any writing". I noticed K "closing down" and asked how she was feeling. She 
replied, "left out" and thought the improvisation was "boring". She hadn't 
joined in. Other members were supportive of how she might be feeling and 
told her so but reiterated their enjoyment of the exercise and the way the 
group was progressing.
Ve decided that next week we detail the ways we could report our findings.
Cviiil The next time we came together the classroom was laid out in rows of
desks. L suggested we get into a circle if we were going to have a
discussion. We agreed except for S and C who wanted to stay as they were.
They eventually joined the rest of us. We started with a round of anything
good or anything new with regard to confidence. S shared about falling off
her bike and losing the confidence she had built up since the last time she
had come off. The discussion was about : How to wake sense of what we've done
and how to report it. It was very noisy and chaotic at times. L, C and S
said how much more confident they were feeling in the lesson because:
You listen to us; let us play games and let us do things our 
way. We look forward to the lesson and the group's like a close 
family.
Others agreed. I asked K A what she thought of the research. "Boring!", she 
said. Others in the group, notably K, asked her clarifing and confronting 
questions. At first, K A said she prefers working alone and then mentioned 
that as a handicapped person she felt less valued than others. We all .
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validated her being in the group at this point. At one point I mentioned 
that K A was not being allowed to finish her sentence. K A suggested that 
this often happened at school which was another reason why she did not 
contribute. After K A had voiced her feelings about the research and had 
been challenged, supported and validated, she said she was feeling "more 
confident". We continued our discussion with K R acting as main facilitator
in a noisy and often chaotic discussion. Her job was to help us decide the
methods by which we might show others what we had been doing. The hour long 
discussion was about whether we should or should not write, who we wanted to 
work with and on what activity. S felt like she "wanted to explode". A M 
and I felt "mixed up". J was drawing. S was writing but added, "I'm 
listening as well. I can do both". I especially was making constructive 
suggestions and S emphasised the need for the group to compromise and find 
its own solutions: "Ho one can get everything they want in life", she said. 
Eventually we decided to call it a day and carry on next week. Despite the 
confusion we all felt, I was feeling excited about being part of this
adventurous group. C asked what I thought of the lesson. "First rate;
excellent", I replied. I later wrote the following in my research notes:
"VOW! What great stuff this is".
C ix3 The research seemed to be diverging a lot but there were few signs of 
individual convergence. How, for example, had we responded to monitoring our 
own experience of confidence? What records had we been keeping? I was asked 
to cover an absent collègues lesson so saw this group again. C saw me before
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the lesson to tell me she was going home because she was feeling unwell. She 
added:
I think you should tell everyone to do a bit of all the 
activities we talked about yesterday; otherwise they won't be 
able to make a decision.
I questioned her about why it was "my responsibility". The trainees were
carrying on with other work during the lesson which provided me with the
opportunity of talking with J, the young man with the learning difficulties.
He was having trouble keeping up with what was happening. I wrote down his
feelings about confidence and one area where he lacked confidence was in
meeting new people. He also felt uncomfortable being the only boy in the
group and not knowing everyone very well. I gave him the task of
interviewing members of the group, asking their names and what tips they
could give him about how to develop confidence. Everyone seemed to enjoy
this exercise. Towards the end of the lesson I asked J how he was feeling.
"Alright", he said, smiling and with an enthusiastic tone of voice.
[x3 We sat in a circle on 6th December and I asked for adjectives to 
describe how people were feeling in the here and now. I then brought our 
attention to the options that were discussed the week before. C suggested we 
take all the options. Some said they didn't want to be filmed which led K R 
to remark that this position flew in the face of "showing confidence". For 
her, "standing up and being videod showed confidence". K A reminded us of 
the categories and K R wrote down the names of who was joining which groups. 
K R, J, AM, L and myself would do video work; S, M and S H would do 
painting and drawing; C, L, S, T, L 0, and R would write and perform a play.
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From there on we worked in these groups in preparing our presentations. I 
was in the video group. First of all we thought of doing an Alas Smith and 
Jones dialogue along the lines of the familiar TV sketch and Abbey National 
advert. A couple of girls suggested secretely filming the playwriters but I 
argued against this on ethical and practical grounds. We were stuck for 
ideas for a while until K R described a scenario we could act out. K R was 
to play a "hard nut and raver" called Belinda; I was to play L's boyfriend 
and was to support K R whilst L was to be "two faced". A M and J were 
Belinda's enemies. The aim of the exercise was to show Belinda's confidence 
by her "getting the last word". I was unsure how this scenario tied in with 
the rest of the work we had been doing but I went along with it. The 
improvisation started with Belinda "slagging off" A M and J because they 
thought that going to the pub showed confidence. K R accused A M's imaginary 
parents of being "snobs and strict". A K called Belinda a "rough bitch". 
"Why", said K R, "just because I live in a council house"? "At least my 
parents care about me", I said, taking on L's role. K R crumbled and 
"shrank" as J commented later on. "This is hitting a nerve with me", K R 
said. "I hate people saying this about me in real life". She went bright red 
and went to the window to get some air.
I asked all the work groups to reassemble and share what they had been 
doing. K R talked about her experience in the group which resounded with S 
who has been fostered. We finished on the understanding that I M, the 
college technician, would do some filming and others would carry on with 
their drawing and play making. Members left feeling happy and enthused.
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[xi] I turned up on the 13th December equipped with video camera to find 
half the class had gone home. Those remaining were suffering low morale, 
feeling that the course was not providing them with all the things they 
needed. The most positive aspect of college life was their "time as a 
group". After expressing their frustrations about room changes and some of 
the other lessons, we joined the Hursery Ifurse group across the way who were 
organising a childrens' Xmas party.
[xiil After sharing our experiences of the Xmas break and Hew Year's 
resolutions, we returned to our work groups and finished our assignments. 
This was the 9th January 1990. K A continued to work alone. J joined our 
video group. We decided to find a different classroom in which to work. I 
wasn't at all sure what we were doing and how it tied in with the research. 
We recorded our concerns on a flip chart and eventually decided to invite an 
interviewer, J G, to ask us what we had been doing in the research. J G was 
a member of staff in the college and had collaborated with me on earlier 
phases of my research and was familiar with experiential inquiry. I had in 
mind that his role would be one of "critical friend" when he came to 
interview us and, amongst other things, check the extent to which we were 
operating as a co-operative inquiry group.
We discussed possible questions he would ask and tried them out on 
ourselves. Our answers were not convincing. It was difficult for all of us 
to remember what we had been doing in clear detail. But it was clear that we 
felt the inquiry was "dragging on a bit" and we wanted it finished.
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Later that afternoon I reflected on how long ago it was since I had last 
seen them as a whole group. It was over a month. I also wondered how much 
they had understood what group inquiry was all about, what data they had 
collected and what they had learned about the subject and the inquiry 
method. I mused on whether they had enjoyed the research and found it 
useful. These ideas, I felt, needed to be incorporated within the 
evaluation.
Cxiii] J G came along to the lesson on the 17th January as a "critical 
friend" and discussion leader and I M, the technician, filmed the 
discussion. The other groups were continuing with their poster and 
rehearsing their play in different rooms. They did not want to be filmed. 
First of all John asked us to introduce ourselves and say something positive 
about ourselves which we did, except J, who had joined us for the day but 
had not been a regular member of this group. The main points that came out 
of the discussion were as follows:
•* I'm seen as an equal member of the group in a fun and relaxed lesson.
* The assignment was fun at the start and the spontaneity was especially 
enjoyed but it "dragged on" towards the end.
* Some members were absent from week to week which affected the continuity 
of the inquiry. Aspects had to be repeated for the benefit of the 
absentees.
$ The young people said it was difficult to remember what had been going on 
from week to week and was especially noticeable after the long Xmas break. 
¥e all said how confused we felt about making sense of it all.
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* They also felt that by the time they came to my lesson at 2.00 p.m. they 
were sometimes quite tired from the other quite different sorts of work 
they had done in other more formal lessons.
* We all agreed that the idea had emerged from the HEEDS ANALYSIS and 
followed through by a process of group negotiation. I had been responsible 
for writing out the initial inquiry schedule.
* Logging and self-monitoring activities outside of college was not achieved
by the young people in our discussion group. I kept a regular research
diary which I completed as soon after the lesson as was practicable.
* We did not carry out the research "mindfully".
* When asked to describe the content and process of the lesson, the young
people said simply: "We used discussions and did games and exercises".
* I felt that indeed the inquiry had been active, authentic, fun and 
spontaneous and would have benefitted from more reflection, thinking and 
analysing activity. I also notice that there are no clear statements in 
the film about what we have researched and what constitutes co-operative 
inquiry.
J G provided us with his interpretation of what he was hearing. He suggested 
that whatever good work was taking place in this lesson, might be possibly 
undone outside the classroom because of a lack of support or understanding 
from others. For this kind of work to be really effective he felt that other 
teachers, employers and parents should be attuned to the notions of self­
inquiry and support them as they go about their lives. . . awarely. What he 
feared was that my 1% hour slot was a "drop in the ocean" [my words] in 
relation to the norm and therefore hard to sustain. He commented on the
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spirit of genuine co-operation that seemed to be a feature of the inquiry.
He noticed their inability to articulate what they had learned from the 
inquiry but his impression was that they had. J G wanted to see more 
evidence of the inquiry progress to properly evaluate the validity such as 
diary notes and written comments from the trainees and myself.
It was interesting how the interaction in our group changed when John left. 
Ve huddled together, talked more openly and freely about how we felt during 
the interview and were generally more informal and gossipy.
The remainder of the lesson was taken up with the play acting. After the 
group had finished the first performance, L, T and K R, asked to perform it 
too. K A who had remarked earlier that she feels "left out" offered to act 
in the second performance. Their asking to "have a go too" upset the first 
group who said nothing until S pointed out their non-verbal gestures of 
disapproval to the latter. "OK, we won't do it", L said. There seemed to be 
some residual bad feelings and guilt so we came together as a group and 
talked through the hurts and misunderstandings. S suggested: "Ve do AuId 
Lang Syne to make up". This wasn't taken up but members agreed that it was 
best to talk things through to prevent "bitchiness". Individuals expressed 
their pleasure at being a member of the group. T for example, a new trainee, 
said: "I never used to talk out in a group but I do now".
Finally, I requested that we address question 5 of the assignment sheet in 
our write up of the assignment. Some students were not keen to do any 
writing. Others had already produced their written version of the progress 
and results of the inquiry. Ve discussed the assessment process. The
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consensus among the students was that: "Ve've worked as a group up till 
now but it's really your job to give us a mark".
But it was agreed that a lot of effort had gone into the assignment;
good ideas had been produced within a co-operative and enjoyable 
atmosphere. C thought the work deserved a Kerit; J felt the work 
deserved a Distinction. L urged me to "wait until you see our written 
work" which provoked the predictable reactions from the reluctant 
writers. C asked who else would be reading the scripts and I answered 
that I would and other teachers and students in the college and at my 
university.
I talked with trainee S after the lesson. She told me; "I didn't want to 
say anything at the time but I don't think its true that the group is
always happy together. There is bitchiness sometimes".
[xiv] I collected their work the following week and asked them to 
express their feelings about the research non-verbally. L smiled and 
frowned, another scratched her head, another shook an equivocal hand, 
whilst others pulled negative faces. But the overall feeling was that 
the assignment had been fun and enjoyable at the start but had dragged 
on towards the end.
5.12 PHASE 3. CASE STUDY 5. YTS FIRST CERTIFICATE IN CARIIG.
1989 - DOMESTIC ROLES ASSIGffHBEL
til Ve began our second co-operative assignment in the New Year. The 
process of arriving at the eventual research topic of looking at
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domestic roles was not an easy one. There were several false starts and 
much indecision until we were able to reach some kind of group 
consensus.
[ii] I felt that the first inquiry lacked an adequate structured 
reflection process and wanted this time to make greater use of the sort 
of reflective questions I posed as activity 5 in the Confidence 
assignment [see Appendix 43. I also wanted to involve other staff, 
believing this would help establish co-operative inquiry on a firmer 
footing. I wanted to add several other validity criteria which I felt 
would help clarify the domain we were working in. They emerged from and,
I believe, accurately reflect the accumulated experiences of previous 
inquiries I have described. Inquiries, therefore, need to be:
* Manageable. They should not "drag on" so that participants forget what 
they are doing from week to week. Between 4 - 6  weeks is an optimum 
time assuming we meet in lesson time for 1% hours per week. The 
Christmas break during the Confidence Inquiry was a noticeable de­
motivating factor in bringing the project to a satisfactory 
conclusion.
$ Practical and relevant. The topic has to be important enough to get 
actively involved and invest time in monitoring and writing up.
* Written up nr recorded in some way after each.lesgQ&« Most trainees 
either forget or could not be bothered to maintain a journal outside 
of college. This data recording and ongoing monitoring is vital to the 
validity of the eventual report or write up.
* necieinn making should not be so protracted .that group members becQBS- 
rie motivated. This requires a good deal of care on behalf of the
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leading facilitator. Intervene too much, and the the inquiry becomes 
teacher-directed; not intervene in a period of continuous indecision 
and risk the whole enterprise being seen as a "waste of time" and 
"one big argument". The students were keen that once a decision was 
made in any subsequent inquiries to do something or other, then that 
decision should be carried out by everyone and not "chopped and 
changed".
* Collaborative and involve other teachers in the thinking and action. 
phases that characterise inquiry work. In this way the group research 
work would not be seen as marginal to mainstream and the generally 
didactic classroom work.
[iii] I suggested we start the next assignment on the 30th January which 
I had assumed would be "something to do with children", in the light of 
remarks that had been made at the end of last term. However, we were 
reminded that not everyone worked with children. Some worked with middle 
aged and elderly people. I suggested that our assignment should feature 
the criteria above adding also that it be:
* enjoyable
* draws on personal experience.
* develops practical skills, personal knowledge and attitudes.
* increases self confidence.
Group members also asked that the assignment involve their work places 
and incorporates craft work such as painting and drawing. A 0 made a 
plea for a shorter assignment than the last one which she felt "dragged 
on a bit". I suggested involving other tutors in the assignment this 
time but few expressed agreement. The consensus was that the subject of
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behaviour patterns was broad enough topic to meet everyones neeeds. K D 
proposed that we observe children in the class and old people in the 
nursing home and match words such as scared, angry, happy, sad, 
thoughtful to observable behaviour and that we keep a log of how many 
times we observe particular behaviour. L S put forward her reservations 
about the validity of this activity, working as she does with severe 
mentally handicapped children. As we left the lesson early in order to 
go and watch a video that had been ordered, she echoed my feelings by 
asking: "What am I supposed to be doing"?
Civ] I went to the next lesson feeling a need to firm up our aims and 
objectives and possibly test out our observational strategy in class 
before implementing them in our workplaces. L M offered to facilitate 
the discussion; J S said she would act as scribe. Vhat was it about 
behaviour we wanted to study and how could we relate it to the subject 
interest areas; the child in me, children and old people? Ve wandered 
around these areas for some time until someone suggested looking at 
first impressions. I suggested we try the subject out on ourselves 
first. Experiential Inquiry, I said, was testing out our ideas to see 
how true they remain in the light of experience. L S volunteered to hear 
our first impressions of her and what we felt about her now that we had 
got to know her. She was surprised to hear T S's view that at first she 
thought her a "druggie and tart" but now thinks of her as "nice and 
open". This activity soon fizzled out and we were getting bored and 
restless.-L M’s facilitation was not directive enough to maintain order 
and purpose. S B came up with the idea that we all undertake to do an 
assignment titled: Â day in the life of. . . whereby we would committ
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ourselves to record what happens in our workplaces at an appointed day- 
over the next week ready for presenting to the group at our next 
meeting. This was agreed.
[v] Our next meeting was on the 14th February. The class was most 
unhappy as yet again they had been moved from room to room throughout 
the day. They eventually arrived at F5; a room I used to use with YTS 
Social and Life Skills groups a couple of years before. The cupboard 
still contained the cushions and mats. Some of us made use of them and 
sat on the floor. Ve started the lesson by sharing any news and chatting 
generally. After 5 or 10 minutes C V asked, "Vhat are we doing to day?".
I noticed some A4 paper in her hand which I summised was the report she 
had written. I invited her to start the feedback session which she did.
I then followed with my report, L H followed me. Others had either 
forgotten their reports or forgotten to do the task. J S said she felt 
attacked by C V when the latter questioned her about her forgetting. J G 
gave a comprehensive verbal report about a day at work as did K D. Vhat 
followed was a sticky period of not knowing what to do next. Suggestions 
and observations were abundant but amidst a good deal of noise and with 
many interruptions. Someone asked that I set a topic for the group to 
do. I declined the request. I commented that I genuinely did not know 
what I wanted to do for the assignment; neither the placement or the. 
behaviour patterns really inspired me. L H pointed out that people 
tended to have most eye contact with me. S B  suggested we do "something 
about listening".
Mid-way through this noisy interchange, A 0 took over the group 
leadership. T S said decisively that she wanted to do something that was
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related to her work placement. A 0 then asked us to split up into those 
who knew what they wanted to do and those who did not now what they
wanted to do. C V. and T S joined up while the rest of us deliberated in
another corner of the room. lathing was decided upon as we left the room
to go to other lessons,
[vi] The group experienced more rooming problems when I saw them again
on 21st February. They eventually found one that was free. I walked into
the lesson hearing J S talking about a boy she fancied in the college. 
"Would you two time?", I asked. This involved the whole class in a 
lively discussion about relationships and gender roles. After some time 
I asked that we return to the assignment work. C W, L H and T S then 
read out their ideas for a group assignment to observe children learning 
different subjects at school and the extent to which they learn...noting 
non-verbal behaviour. The class did not appear interested and sought to
return to the earlier discussion. I facilitated a round of awareness
raising. I asked each person in turn to complete orally the unfinished 
sentence: As a man/woman I'm expected to...and as a man/woman I feel.... 
This activity encouraged a good deal of discussion around such areas as 
domestic responsibilities in the home and career opportunities for both 
sexes. Many felt they were "skivvies" to the male members in their 
households; some felt that it was wrong to combine the role of mother' 
with career ambitions. I asked if we could arrive at a discreet title 
for a project based on these concerns. J S acted as scribe; L M 
facilitated. Ve agreed as a group that the main heading would be: The 
roles of men and women in society and we were interested to explore the 
sub tasks and interests of understanding more about gay nlen and women,
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finding out what men and women look for in members of the opposite sex, 
why young women get pregnant; and why boys and girls get separated in 
sex education classes. Further discussion, sharing of personal 
experiences and opinion setting led to the agreement to ask others: Vhat
attracts them to members of the opposite sex?.
I stressed the importance of comittment when setting about the task; 
members were to do what they say they would do or not bother at all.
Those of us attending the lesson were also keen to inform absentees of
the change of direction and that the decision to proceed as we arranged 
would not be negotiable.
[vii] Ve met again on the 27th February: this time in armchair furnished
room G8. I started by splitting the group into 4's in order for us to
share our findings and also to explain the assignment to absentees from
last week. Members informed me that they had involved the Maths teacher,
J R, in the inquiry and were being taught Decision Analysis. After some
time in our groups I suggested we elect spokespersons to report back to
the whole group. Ve accomplished this but amidst a good deal of noise
and interruptions. Neither S S nor L M were able to facilitate
effectively. They tended to get drawn into the arguments rather than
exercise leadership skills. The main findings from the groups which they
presented on flip chart paper were as follows:
GROUP A — Men's General Ideal Voman
Sexy bodies Personality
Good kissers Sex
Slim Outgoing
Big breasts Appearance (fashion)
Model's looks Not to be shy
GROUP A - Vomen's General Ideal Man
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Kind
Bice bum 
Fashion
Loving
Generous 
Good body
Personality
Dress sense
Appearance
Tall
Talkative
Listens
Outgoing
Romantic
Good career
COBCLUSIOBS
1. Men: expect women to walk out of the middle of a magazine
2. Most men are looking for sex not a relationship but some
men are looking for a serious relationship
3. Men expect the woman to be a general dog's body {house 
clean, job, pick up kids, cook etc)
4. Women: look for love and care in a man.
5. Women don't like to be pressured
5. Women like to feel wanted in a special way (not for just 
one thing!! !)
7. Steady relationship
GROUP B presented the following:
We have found out that in our group J G is a chauvinist pig 
and is all against giving up his career to become a father. L 
S for her ideal partner was looking for responsibility, sense 
of humour, good natured, romantic, sexy body. She was quite 
willing to give up her career for at least 1 - 2  years to 
look after children (it's a joint effort). K D for her ideal 
partner was looking for personality, reliability, loving, 
good natured. She was set against giving up her career to 
raise children but after a year and a half was willing to 
continue work. I [C W3 feel that in the 90's men will not be 
good looking but will have a good sense of humour and I feel 
quite at ease. I would not give up a career because I'm not 
very domesticated and I feel that a man could quite easily do 
the jobs that women do now.
I reported for GROUP C that L M had asked 13 people C6 boys and 7 girls] 
what they looked for in a member of the opposite sex and "looks" was the 
key attraction. S S predictably said she looked for "black boys". I had 
asked my wife C E what she looked for in a man and had said that she did 
not like answering questions for research purposes. "I can't be 
bothered" she had said but went on to say in passing that she liked, 
"clarity, straight forwardness" and disliked "duplicity". I also 
mentioned that .1 had asked some of my students in other classes to 
complete a questionnaire but they too were not keen to complete it and 
preferred to talk about the issues informally.
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Cviii] The ensuing discussion was noisy and with many interruptions 
which the facilitators were unable to curb. The main issues that emerged 
from the discussions were that girls seemed to want caring relationships 
and boys want sexual relationships. L D said that she did not feel 
guilty about finding boys sexy. I noted that K D did not mention 
physical attributes on her description. The heated discussion focussed 
particularly on domestic roles and duties and J G's persistent assertion 
that the woman has the greater responsibility for child care and the man 
has the greater responsibility to develop a career.
J G and I took it in turns to take the "hot seat" whereby we volunteered 
to be asked any relevant question from group members with the proviso 
that we could pass if we wanted to. J G was pressed into giving further 
explanation about domestic roles and I was asked what I looked for in a 
girl when I was 16 - 17 years of age. I said I tended to look for 
physical relationships rather than emotional attachments. I was also 
asked about my attitudes to who should do the house work. J S and L H 
also took the hot seat and were asked questions such as:
- What would you do if your child was gay?
- Whose responsibility is it to carry a condom? •
L D suggested we continue the assignment by observing men and women's 
roles around the house. We left the lesson having^argued a lot. I felt 
angry about the amount of interruptions that had taken place. People 
like T 8 and K D were not being heard. L S had asked that I take on a
teacher's role - "That's what you get paid for after all". I did not
take up the suggestion at the time but felt that I might have to adopt 
some different strategies at our next meeting. I left the class with an 
unclear idea of what I was supposed to be doing over the week.
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Cix3 Ve began the next session listening to feedback of any assignment 
activity during the week. A staff colleague, J R, is continuing relating 
her Maths input to the assignment. Io one had followed up L D’s idea 
last week with concrete activities. Again, the discussion was noisy and 
chaotic. I said I was feeling frustrated with all the interruptions and 
L S suggested a strategy for managing the discussion. If anyone wanted 
to talk they would have to stand up and wait till it is their time. L M 
offered to lead the discussion. I gave her feedback about her previous 
attempts as a means of helping her lead the current discussion more 
effectively. Although the procedure seemed stilted it did prove to be 
productive as a way of actively self-monitoring one's contribution to 
the discussion. L D further clarified her ideas of finding ways to test 
out whether women in fact do more house work than men. She suggested 
that we observe our subjects secretely. Only S T and I felt 
uncomfortable with that particular observational strategy, feeling it 
was unethical. Others felt that the results would be "spoiled" if the 
subjects knew they were being observed and would not act "naturally".
The proposition was posed that: Males do not do anything around the 
house.
A 0 suggested that "boys don't make their beds". Ve eventually split up 
into 2 groups. Those who wanted to carry out the non participative 
observations CL D, SB, K D, L M, S T  and C V - GROUP A3 and the others 
who wanted to do a survey CTS, L S, J S, AO, J G and myself - GROUP 
B3. Ve spent time in these groups mapping out ideas and planning 
strategies. Ve then fed back our ideas to the whole group to hear 
constructive criticism. C V was very keen that the group be clear about 
wliat they have to do and be committed to completing the.task. Unless
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decisions get made, she said, people will just give up and get bored 
like last time.
GROUP A's title became: VHAT KEF AND VOKEN DO IN THE HOME. On flip chart 
paper this group said they would collect (1) Photos and written evidence 
(2) Do as many as you can (sit) (3) If we want we say we're observing.
If not we don't (3) Write report (4) lo names (option) (5) After 
visiting family, write report straight away (5) Observe the following 
categories - washing up, drying up, cooking, looking after children, 
hoovering, bedmaking, shopping, clean the loo, clean the bathroom, 
washing, ironing, dusting and polishing.
GROUP B's title was: THE ROLE OF MEN AND WOMEN IN THE HOME. We planned 
to conduct a survey as follows.
Figure 5.2 Questionnaire - Domestic Roles Assignment
Introduction.
p^is is a survey on behalf of the Community Care course at —  ------- —
College. We are doing a survey to find out the role of men and women in 
the home. Would you be willing to answer a few questions please.
Age 15-20 20-30 30-40 .40-50 50+
Gender Male Female
1. Who is the breadwinner in your household?
2. Do you make your bed in the morning?
3. Who cleans the loo in your household?
4. Do you do your own washing? If not, who does?
5. Who does the shopping?
6/ Who does the DIY jobs?
7. Who does the family finances?
8. Who does the cooking in your household?
[x] We met up again the next week. S T and K D from Group A were writing 
up their results. The members of my group did not appear to have carried
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out the survey. I had collected data fom the 10 members of staff I 
approached during the week. The trainees in my group left the classroom 
to collect data around the college. I joined the other group next door 
who were assembling their data. Whilst sitting with them they complained 
about the unfair way in which the assignments were marked. L'M led the 
resentments about the way that some members of my group, who were out 
collecting data, did little written work but nevertheless received the 
same marks as other trainees who conscientiously completed their work 
fully and on time. C V argued that I should use my authority to increase 
the amount of effort shown by some people. I asked them to voice their 
resentments to the people concerned but they refused saying that it 
"would make matters worse”. They suggested that a fairer assessment 
structure for the assignment work would be 50 : 50. Half the final 
mark/grade should be the product of individual effort as demonstrated in 
the write up and the remaining half should be given over to group work 
abilities. They complained about the ”chopping and changing that had 
taken place and C W insisted that once a decision was made "it should be 
stuck to” and remarked that it should be my responsibility to effect
this decision and keep control of the class:
I know what you are trying to do with the group and all that,
she said, but you are the teacher after all.
When my group returned, the other group went next door to continue their 
planning. We spent about 15 minutes deciding how we would present oür 
results. The trainees decided they would use J R, the Maths teacher, as 
a resource. We talked about whether we would report our findings as a 
commentary or use bar charts and diagrams. We left having agreed to 
process our findings individually, ready for next week.
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Cxi] On the 21st March we split into our groups for about 15 minutes to 
add the finishing touches to our reports. We then carried out our 
presentations using a variety of visual effects. The results from both 
groups seem to demonstrate the hypothesis that men were not sharing the 
traditional female housework tasks but the inequality was not as great 
as we first thought.
GROUP A members pooled together their collective observations and 
interviews of 15 family groupings to produce the following summary which 
they posted up as a visual aid:
Table 5.2 (a) Domestic Roles Assignment - Who does what?
W
YES
..IF..,THE HOME 
10 SOMETIMES
Washing up 7 1 7
Drying up 6 5 4
Cooking 5 4 3
Looking after children 10 4 1
Hoovering 6 4 5
Bedmaking 4 7 4
Shopping 4 2 9
Clean the loo 3 10 1
Clean the bathroom 5 9 1
Washing 4 9 2
Ironing 3 11 1
Dusting and polishing. 8 4 3
Other observations and interviews with families are included in a ful]
report. For example S B describes one visit as follows:
The family I researched is one who I babysit for. They have 
2 children aged 5 and 2. The father works and the mother is 
mainly at home. I didn't tell the family what I was doing as 
I thought, well he will do something he doesn't generally do 
just so I write it down. When T went to see them, the husband 
was still at work. His wife was cooking dinner. When he came 
home he was tired. While they were having dinner I was in the 
lounge and I could hear a family sort of discussion going on 
over dinner which I thought was nice. Then the husband went 
outside and played with the children, while I helped his 
■ wife in the kitchen and asked some questions about her 
husband. She said he's generally good in the bouse. She said 
he's especially good with the children. At that moment he
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came in and we shut up. He took the children up for a bath. 
She said the only thing he doesn't do is ironing, cooking and 
cleaning.
S B provided a chart to illustrate:
Table 5.2 (b) Domestic Roles Assignment - Who does what?
YES MO SOMETIMES
Washing up 
Drying up 
Cooking
+
+
+
Looking after kids +
Hoovering
Bedmaking
Shopping
+
+
+
Clean the loo/bathroom +
+Washing +
Ironing +
Dusting and polishing +
[xiil I collected any remaining work in on the 25th.April, and helped as 
they added their self and peer assessment marks to my % marking to give 
them an overall grade. With regard to how we might improve the process, 
S S recommended:
Mext time we do an inquiry, I think we should spend one 
session talking about what we are going to do and decide at 
the end. We spent too much time arguing about assignments 
which made it boring. I'd like to do something individual 
next time around.
Others agreed with the point of view. I shall attempt to paraphrase 
their position as follows:
The decision making takes too long which has the effect of 
demotivating participants and causing arguments within the 
group, We need a subject that generally meets our needs; that 
we can at least live with for long enough to do some data . 
gathering. Of course, not everyone is going to be equally 
enthused, but we need a working agreement that within a week 
or so of starting an assignment, we will do what we say we're 
going to do and be graded on our individual attainments as 
well as our participation as members of groups. Why should
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someone who does less work than others in the group get the 
same mark as another person who completes their work in time, 
collects comprehensive data and writes full reports?
Cxiiil We decided that for our next assignment on DISCIPLINE, suggested 
by S T, and agreed by the rest of us, we would apply the following 
assessment criteria by which to grade the reports:
INDIVIDUAL MARKING
Presentation
- readability, well thought out, well explained, showing an 
understanding of whats been going on
Handed in on time
- depending on the circumstances. If no extenuating circumstances then 5 
marks would-be deducted
Effort
GROUP
Co operation [communicating with each other] I compromising]
Contributing suggestions - not taking a back seat
Results - producing evidence
Realising others needs
Learning from experience
Carrying out plans
We also agreed to make the assignment shorter in terms of the amount of 
time spent on it. The limit was to be a month and the first week's 
activities were to be mapped out and decided upon in advance. We would 
be much stricter with ourselves about meeting our goals and would keep 
more detailed records, completing them after each lesson.
5.12 PHASE 3. CASE STUDY 6. YTS FIRST CERTIFICATE U  CAR110.
DISCIPLINE ASSIGNMENT C 19.9.01.
[i] The aim of the assignment was to clarify our understanding of the 
word "discipline” and then carry out a relevant investigation of our own 
choice into the subject.
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I was responsible for organising the first part of the aims above. I 
helped the class brainstorm the word and then directed an exercise where 
we paired up to carry out a listening exercise using the subject of 
discipline as the focus material. I felt that listening skills was an 
area class members would particularly benefit from practicing. I did not 
participate as a co-researcher after this exercise but remained, 
throughout, as a general resource for the whole group and a specific 
helper for one particular individual. The group decided to split into 
different groupings and approach the subject in 4 ways: discipline at 
school, in the home, in yourself, and through the years. It was then 
that the methods of tackling the assignment were agreed in these 
groupings and differed according to the precise nature of their inquiry 
focus. Some were self reflective essays; others were survey based or 
drew on secondary sources.
Cii] I have not included the full report of this case study here. The 
key elements reported below feature extracts from trainees' reports [in 
italics] which make it a novel development on previous inquiry accounts. 
A more detailed report for this, and the other case studies, is 
available on request.
tiiil The groups aims were as follows:
I was with A 0, SB, T S, J S and L S. Our aim was to find out how 
discipline has changed over the years. Our method would be to go to the 
library and talk to old people about discipline and how it was for our 
parents, brothers and sisters and us [L M3.
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My aim was to find peace within myself and I will write down my feelings
at the way I' ve been treated [C VI.
My aim was to be friendly towards my parents and get along with them. I
will write my own feelings down. And see how I can improve on my
discipline and try to guide others in the right directions of discipline
where as I went wrong in my discipline in my own family [K Dl.
I have decided to do discipline on disciplining children and how people 
do it. Also I'm doing my versions of the 10 Commandments but on 10 
things that need to make a child disciplined [S SI.
J S' assignment was to provide her own views of discipline in the 
school, college, at work and in her home. L S chose to write a 
reflective essay about school discipline through the ages. S T brought a 
book in about positive thinking. She knew she wanted to do an assignment
on self-discipline and how she might improve on some areas of her life.
I asked how she was going to carry it out, she said she would pray for a 
method to be found, T S asked her what form her write up would take and 
again she suggested that a prayer would guide her to the most 
appropriate format, S T is a Christian which she maintains has enabled 
her to stop a long-term addictive drug habit.
Civ] On the 13th June the trainees handed in their finished work.
This is the last week of our assignment. So today we gave our
présentation to some of the class. Ve showed them our findings on big 
sheets of paper in the age groups and where the discipline was performed 
at home or at school. For our presentation we all read some each. L M
gave an explanation on the research we had done. I read out the over
65's information. S B and T S read the other two age groups. After our
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presentation we decided it would be nice to discuss our findings on a 
tape recorder. So we did and it was a laugh [A 01. To-day we presented 
our results to Pete, who was very shocked at our findings. I loved doing 
this assignment. I found it very interesting. I know my results are a
little jumbled but with a little more time I could of written it up very
neatly LL HI.
C V s  account is a very personal account of not feeling loved and valued 
by her parents or grandmother for as far back as she can remember. She 
provides details of events and feelings she experienced as a child; the 
predominant one of feeling second best to her brother, D, and not being 
listened to:
One Easter I got asked by my Nan, "What would you like for 
Easter". I said a big Dairy Box egg. My brother said, a skate 
board. Easter came and my brother got his skate board and 
guess what, I got a flaming cup and saucer. When she comes to 
see us now, I wish I could just tell her how I feel. But if I 
did that then it would just make it worse. I don't know if
you'll understand what I've written but for me this has been a
very difficult assignment. It's brought a lot of skeletons out 
of the cupboard. Even now my parents are hardly home and when 
they are my Dad takes after his Mum and favours my 
brother. . . the favouritism showed to my brother has now begun 
to drive a wedge between us. Before I was so close to him; now 
it's as though I don't know him. . . My parents make me feel 
inferior of the outside world. If J (my nanny) hadn't have 
talked to me I wouldn't know anything. When I went to the 
interview for my job I hadn't a clue about what work-was. Now 
I know quite a lot and I wish I had parents that could 
understand. All I need is a little bit of attention and love. 
If only I was able to tell them how I feel it would take a 
great burden from my shoulders.
Cv] For the most part, the trainees also found their research to be a 
useful and enjoyable learning experience. C V, again, commented in 
writing:
This assignment has been the most difficult for me, and I 
feel that by putting these feelings down in words has enabled 
me to achieve peace at least for the time being within
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myself. Your lessons Fete are a great help. Thanks Fete for 
cari ng [C W1.
Others expressed their satisfaction orally. On another occasion their 
course tutor, D S, informed me that the students were most upset to be 
missing my lessons on the 2nd and 9th May because of the Armed Services 
talks that had been arranged: "They're really keen to be getting on with 
your assignment", she said. Despite having left the course a few weeks 
before and started work at MacDonalds, J G continued to attend these 
lessons because he said he enjoyed them.
All trainees handed in at least 4 pages of A4 reportage which indicates
to me an improvement in the motivation of members such as J S and L S. T
S comments however:
To start with I enjoyed doing discipline through (sic) and it 
sounded quite interesting. However, although it did not go on 
so long as the other two assignments, it still to me, (sic) 
personally to drag on and I was rather, bored towards the end. 
The other disadvantage of doing the assignment on discipline 
through the ages although I guess I learnt a lot. Its not 
really [at least I don't think sol going to help me in the 
future. For example if I did self-discipline I would have 
probably learn (sic) more about myself. Overall I think our 
group worked reasonably well together IT SI.
AO's written work showed a marked improvement during this project. She
kept a weekly diary as she intended to do at the end of the previous
assignment, and she provided a detailed account of the main events and
activities that took place during the research. A O's classroom work
discipline took a turn for the better when she teamed up with
conscientious students such as L M and S B.
I marked their assignments unilaterally this time taking into account 
the criteria mentioned earlier; individual and group work. I awarded A 0 
a Distinction based on my observations and her written report. L M also 
received a Distinction for similar reasons. I gave S B and T S, Merits.
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They do not provide the level of detail, accuracy or analysis in their 
report as the other two. I awarded K D a Merit. She wrote at length 
about the discipline she received in her own family. Although it is very 
difficult to read her writing, she does go to some lengths to explore 
why she feels so distant from her father and concludes that it is 
because she is treated differently from her brother and is not treated 
with respect. C V wrote a detailed and thoughtful piece. I awarded her 
a Distinction. She learned that writing is a useful cathartic exercise.
L S and J S obtained Passes.
Cvi] Whereas the process of the second inquiry was characterised as
noisy, at times chaotic and frustrating as proposals got dropped, the
third inquiry was smooth, quietly organised and decisive both in intent
and execution. There were not the interruptions that hampered the second
inquiry; mainly because we were not working as a whole group. The
predominant, unspoken statement I picked up from the group was something
along the lines of (my paraphrasing):
We’ve been together now for 9 months and you, Pete, like us to
work as a group and get on with each other. Our assignments in
the past in your class have been OK and interesting but 
whenever we try and reach a decision as a whole group we seem 
to hit difficulties and it ends up as a row. This can get 
boring and frustrating. So, for the last assignment we will
choose something we all want to do and stick to it. Mo
changing our minds half way through. And don’t let it drag on 
too long because that gets boring as well. Ve also want to.be 
recognised for our individual abilities and effort so our 
marking should reflect this. Getting good grades is important 
to some of us so we want to try hard and do well. So, for our 
last assignment lets organise the assignment well and be left 
to get on with it as long as we’re on the right track. Ve want 
you, Pete, to mark and assess our work. After all you are the 
teacher.
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Cvii] The trainees demonstrated the willingness and ability to self­
select a relevant and meaningful topic to research within a short space 
of time. They identified appropriate methods to collect the necessary 
information and report their findings. Record keeping and monitoring 
improved considerably during this project, most noticeably in the work 
of S S, A O  and T S. This assignment also produced the biggest output 
from L S and J S; 4 sides of A4. There was a definite sense of members 
wanting to make this assignment work and make up for what they perceived 
as the shortcomings of previous research activity. I would not agree 
that previous attempts were less valid; merely different. Previous 
assignments were certainly more challenging from the point of view of 
interactive research.
On the basis of reading the trainee reports, the third inquiry was a 
success for content and not so much a success for the process of working 
the experiential research cycle. However, there was not the time or the 
opportunity to thoroughly debrief the group to actually rattle and shake 
issues such as:
* How they went about their research; what they learned about the 
process of doing it?
* How it compared with previous attempts?
* Vhat did they enjoy about the different working arrangements this 
time?
* Whether they missed the whole group interaction?
* How it felt with my not joining in as much as other inquiries?
* How they might have checked out and improved the validity and 
reliability of their claims?
* What was left to do to further their research?
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It was the evaluation of their work and the reflection on their 
performance as researchers that was lacking most importantly in this 
inquiry. They did not answer these sorts of questions in their 
write ups; it would need a session of facilitation to draw out these 
learnings from them. There was a sense that students feel much more 
comfortable with action than with reflection.
5.14 PHASE 3. CASE STUDY 7. B. lEC.-MT.IQm. E 2HP. YEAR HEALTH.
STUDIES] - AIDS INQUIRY _[ 19_9Q]_
ti] This assignment consisted of an exploration into Aids. Although on 
reflection the title of co-operative inquiry is somewhat inaccurate it 
still remains a valued piece of experiential learning in action and 
student-centred research. Like the previous report I include mostly 
student comments C in italics] as an account of the experience and 
reflection stages. They played the key roles of co-researchers during 
the 4 week inquiry. I was the main facilitator and but also joined in 
the action phases.
Cii] The aim of the assignment was to explore personal feelings and 
attitudes towards Âîds and HIV [C HI and see how a group inquiry works 
and whether it is successful for us [J Bl.
The inquiry used the methods of a self awareness workshop described in 
an article by Burnard (1989) I see Appendix 7] and adapted within our own 
particular time constraints. Two additional requirements of our inquiry 
was to maintain a log of events, observations, and personal reactions to 
the inquiry and to write a research report at the end. .
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Ciii] The first thing we did next weak was to rearrange the classroom so 
that we sat in a circle. We all completed verbal execises which were 
aimed at making us feel at ease with one another. We also participated 
in a listening exercise and drew up some rules we all felt we needed 
during discussions £S HI. As this lesson was just a preliminary 
experience of what was to come we discussed what kinds of things we will 
be doing in the weeks to come, how the inquiry will develop [J Bl.
[ivl The first introductory talkings on the 2nd February 1990 were about 
anything good that happened over the past week. There were quite a few 
responses. Then we got onto talking about, How would we feel if we 
discovered that we or one of our family members had Aids. Then we 
discussed what we found in pairs as a group [N PI.
[vl To-day [9th February 19901 we were all a bit sleepy so we did a few 
ice breakers. Firstly we all stood up in a large circle and without 
verbal expession, we tried to get over how we were feeling. One person 
did this and the rest of us copied. Next one person made eye contact 
with another member of the group as if to say, "I want your space". The 
second person then had to make eye contact with a third so that the 
first could go into the second's space and the second into the third and 
so on. After this we were feeling a bit more lively. We then got into 
groups of 5 or 6 and sat around in a circle, and alternately by placing 
one person in the "hot seat", the rest of the group could ask questions 
aimed at that person related to the subject of Aids for 3 minutes. The 
person in the hot seat could say pass if they wanted to [J Bl. We then 
rejoined the whole group and a wide range of issues were covered [HP!
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and discussed whab happened LK K3. Then we thought of questions that 
were not asked and people veered around certain subjects IK FI.
[vil During our final group discussion we again sat around in a circular 
pattern and expressed openly our feelings and attitudes towards the 
inquiry and how the group had participated in it. Everyone's opinion was 
written on a flip chart CE Bl.
Cvii] E B led the discussion, on the 3rd March, about what happened on the 
15th February for the benefit of the absentees and I proposed that the 
write up of the inquiry be structured to provide details of how the 
inquiry came about, what happened in the research on a week to week 
basis, what data was collected and what sense could be made of it in 
relation to the inquiry objectives. I also asked that they comment on 
the research process and conclude with recommendations for further study 
into the subject of Aids.
[viiil Ve agreed the marking/grading criteria after some negotiation on 
the 16th March and completed the self, peer and tutor assessment process 
to everyones satisfaction during the next session.
[ix] This workshop produced very positive results for the students as 
the following extracts show:
The co-operative inquiry was a good learning experience for me and I 
think myself and the group have all learned basic manners and 
communication skills from it. I was observing the group in another 
discussion which was quite informal. Each person showed, respect,
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listened carefully, and only one person spoke at a time. You could tell 
that the speaker had considered previous remarks, opinions and 
suggestions and they didn't repeat things or just say something 
ridiculous. I have to put this behaviour down to the co-operative
inquiry because before we started discussions in our group used to be
out of hand shouting matches and it took the chairperson ages to get the 
situation under control. Also, people who used to speak quite often are 
sitting back and listening a bit more and letting others share their 
thoughts. The concentration skills and listening skills I have acquired 
along with the group have already been noticed by other lecturers [S HI. 
The group work is very important, it helps the whole group understand 
one another better. I think our group appreciated the fact that each one 
of us had different views and opinions and respected each others 
decision £C Gl. From this co-operative inquiry I have learned that it is
possible to work as a large group which normally doesn't happen. Also I
am not as embarassed if my views are different because they are just as 
valid [J Bl. Our group has progressed a lot in working together and I 
have genuinely enjoyed the co-operative inquiry as it gave everyone a 
chance to speak up even though we don't have all the answers to the 
questions that have come up [ÏÏ PI.
The above and a host of other comments in the student reports points to 
the inquiry being valid as a whole group, collaborative venture; a place 
for all to find a voice, learn with others and develop interactive 
skills.
[xl I didn't learn about the facts and figures on Aids £C Gl nothing 
that I didn't know already beforehand. Having said that though the co
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operative inquiry has been very beneficial to me as it has helped me to 
develop my feelings [J R1 • I would not say that out of the discussions I 
have learned factual information on Aids but I have learned a lot of 
factual information about the people in my class [C VI. I think I learnt 
more about group work, peoples attitudes which were sometimes confused 
than facts about Aids. So in this sense what we had set out to do was 
accomplished. From this inquiry too, I saw that some subjects that were 
considered a bit too embarassing were veered around and so these 
questions were not asked directly, but indirectly they came out and we 
talked around the point a little. A subject that came into this category 
was previous sexual experience [J Bl and it was a subject I found 
difficult to discuss openly. I felt this inquiry was of great value to 
my future career as a health carer, it helped me develop skills of 
communication, 1istening and expression. I was able to explore my inner 
feelings towards homosexuals and people with a terminal illness such as 
Aids. I have begun to understand that Aids affects us all in some way 
whether its just an attitude towards the subject or contact with a 
carrier.
About myself, this inquiry has proved that I do accept homosexual 
behaviour. I can understand that some people find a relationship more 
rewarding from a person of the same sex as themselves although I can't 
see exactly why. I think that I do accept most things that happen in. the 
world although sometimes I can't find an answer for it and don't know
why it happens. I am not a very open person and do not express my
feelings easily. Some situations I find it harder than others but I - 
firmly believe no one ever understands how someone else feels. If I go
into a caring profession I think I will be able to cope .with this
problem especially as over time you pick up more and more about the 
problem by meeting people and reading medical reports [J Bl. I found the 
inquiry very interesting and beneficial, not only gaining knowledge 
about situations I have never thought of before but have been able to 
develop my group work skills and recognising weaknesses which will 
enable me to Hbrush up" on in future inquiries. I feel more aware of my 
peers views on the topic and also aware of the social and environmental 
and personal effects on lifestyle with Aids as well as relationships. 
There is no right or v/rong opinion. It is a personal feeling and no one 
has the right to condemn someone's beliefs. For myself; I feel that I 
think from the heart rather than from the brain. In some ways this is 
good as it shows up a "caring, respecting" attitude. But it can also 
trigger' off emotional reactions which do not help a situation. I feel I 
need to be more assertive in some situations and think more positively. 
Occasionally I have felt threatened by the reaction towards a statement 
I have made but an emphasis was put on respect and listening; the 
feeling went. I express myself in a waffle but the thoughts in my head 
are clear. I feel I need to vocalise my thoughts more positively LC HI.
I enjoyed very much this part of the Aids assignment. I felt I could 
search myself and not refer to books. I learnt quite a bit about myself 
and about my feelings towards homosexuals. I see-.it now as an act of 
love towards another male, just as much as important as an act of love 
tô someone of a different sex. I am more open-minded about homosexuality 
and don't feel so disgusted about the subject. I am also more relaxed 
when I speak about sex and Aids and feel I am not so immature about . 
these, subjects. I also think more of the song by Rod Stewart: - The
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killing of Georgie, who was gay and cast out by his family and went to 
Few York and then was killed. Fy favourite line was:
. His mothers tears fell in vain
The afternoon George tried to explain 
That he needed love like all the rest 
Pa said there must be a mistake 
How can my son not be straight 
After all I've said and done for him
Leaving home on a Greyhound bus 
Cast out by the ones he loved 
A victim of these gay days it seams 
J feel I can now go into any group and feel confident to speak about 
Aids, homosexuality, bi-sexuality and sex. I know I have matured during 
this assignment, not only about sex but also about my feeling and I am 
very grateful to the group and to Pete Ridge for allowing us to do this 
assignment which I was very worried about at first IC Gl.
Vhat have I learned about Aids from this co-operative inquiry? Veil I've 
learned to prepare myself for the unexpected, to-control my feelings yet 
still get how I feel across to people [A HI. Overall, I enjoyed this 
assignment. It was very different to any other assignment I have done.
It has enabled us to be more confident in other subject discussions and 
I personally feel quite fulfilled about this IK FI.
I feel that this assignment went very well. I enjoyed all the 
discussions and I really enjoyed the last lesson when we criticised the 
whole,lot and pointed out all the good points. .. we have learnt now when 
to admit We are' wrong as well as knowing when to back down IF PI. I
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found the method of co operative inquiry very informal and it provoked a - 
lot of quality talking from group members. I found I didn't contribute 
quite as much as I would have liked and this was for a number of 
reasons. Mainly it was because the view which I wanted to put across had 
already been said and I didn't want to waste everyone's time by 
repeating myself. I think in a way I also felt a bit threatened because 
other group members with the same opinion as me could express it better. 
Many people talked from experience [J FI. J B echoes these aspects. It 
is hard to express feelings to a lot of people even though you know 
them. When you feel people can express what you feel and your opinions 
better than what you can, so you get the negative feeling of letting 
them say it for you. Lack of confidence covers this point. Lastly you 
are put on the spot and sometimes you can't think straight. This doesn't 
mean you don't feel anything for the subject or that you have no 
opinions; it just means that at that specific moment you can't get what 
you want to say into a good order and feel its better to say nothing 
than make a big mess of it [J Bl. I felt that during this work I had 
built up a lot of tension inside of me. The tension was of people in our 
group who just sit there, never contributing to any form of discussion 
unless provoked into it. The silence had led me to believe they had no 
opinion of their own. I think that everyone could contribute something 
to the group inquiry even if it was only a little [R Bl.
[xil I think the next time we do a co-operative inquiry we should set 
out the marking criteria before we start, so everyone knows what we are 
working towards; otherwise, it is like a ship with no rudder with only 
the group leader reminding us what we are supposed to' be. doing. I think
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this policy should be a must in all our assignments [K FI. If we did 
another co-operative inquiry I think we would get more out of it because 
we would know what is expected and we wouldn't be so unsure. Therefore I 
feel that practice would improve this sort of work, I don't think you 
can really guide someone who is going into their first co-operative 
inquiry, the only thing that can really be done is to stress that 
everyones contribution is valid and not stupid [J Bl.
If we again undertake a co-operative inquiry I would suggest the 
following improvements in order to make it more beneficial all round. 
Firstly, a different environment from our classroom as we should get 
away from the room we associate with our academic work, also if each 
member was given equal space to express their views and opinions, 
otherwise you always get some people who monopolise the discussions 
[ J El. C V added tiat time should be allowed straight after for writing 
up rather than no time [C WJ. Admittedly I was not consistent when 
writing up the evaluation after each lesson. I feel that if I did so my 
standard of written work would be improved. I would also have liked more 
guidance with writing reports and how to format it IC HI.
If we should complete the co operative inquiry again or by another group 
guidance should be given. After the subject is given to the group, a day 
should be decided by all to which is most convenieht and all would 
attend. On this proposed day the subject would be fully discussed and- 
conclusions drawn. At the start of the day an ice-breaker would be used 
to make everyone relaxed and thoughtful. Subjects relating to the chosen 
topic can then be fully discussed and at the end of the time brought to 
a satisfactory ending. If this way was carried out all positive parts 
for example more time would be taken into consideration £•}[ FI.
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S H makes a number of points. The first is the environment. Our room is 
designed really for a teacher to stand at the front and teach the 
students who sit behind a desk. Every time we met we rearranged the 
classroom format so that we sat in a circle. This did bring me away from 
the classroom feeling to an extent but the chairs, which resemble 
primary school chairs, the blue and white wall and very cold conditions 
didn't ever quite leave me. I never felt so totally lost in the 
discussion that I forgot anything else which was on my mind. As we were 
in the same environment most of the time I felt the same people 
dominated the discussion. In one room, apart from our own hut, I was 
aware that more people participated in the discussion. This I thought 
would be the main way of improving the enquiry. If you changed our room, 
changed the people we sat next to in normal or other lessons I would 
assume more people would speak. This is because we would be breaking 
away from regular patterns and it would be like we were a new group and 
shy people' wouldn't be labelled shy and the same for dominating 
people. .. If I have to tackle a subject which I haven't before and it 
involves very strong emotional feelings and opinions I would consider 
using the co-operative inquiry method IS HI. S H also spoke for a number 
of others in her preferance for small group working. I didn't mind 
speaking in pairs or as a whole group but I preferred part of the 
smaller groups we split into on one occasion. This was because there, was 
no'chance of drying up like when in a pair setting and being able to ask 
more questions and express more ideas than being in a larger group. I 
think the "hot spot" idea was brilliant. I am aware that some members of 
the group don't always-participate as much as they should and although
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this did put them in the hot spot I think it is important for them to 
expess themselves as well [S HI.
5.15 PHASE 3, CASE-.SIUDI.-S.t E„TEQ-.IA1IQML.[1 ST,.YEAR-1II£SEE1
IIIRSIffG] - CULTURAL AVAREITESS INQUIRY C1990]
[13 We began this assignment on the 22nd January, 1990 and finished it 
on the 26th March, 1990. There were 15 young women and 1 young man in 
this group when we started the co-operative inquiry in January, 1990. We 
met for one hour a week. The inquiry lasted 8 weeks although 2 weeks 
were spent in their attending work experience placements in creches or 
day nurseries. Their academic work before the Mew Year had been of a 
good academic standard; probably the highest of all the BTEC Health and 
Caring groups. Their reports demonstrate a better than average analysis. 
The general topic area the staff team had selected for this term's 
Integrated Assignment was Ethnicity. I chose the task of exploring 
cultural awareness and prejudice with this group as it seemed to be an 
important area of concern within the pre-school curriculum (Curtis,
1985); was related to the aims of the sociology unit; was a topic that I 
felt could be explored within the framework of a co-operative inquiry 
and one that I could authentically participate in.'
[iil The research began with my explaining the aims and objectives of 
the assignment and the procedures involved in a co-operative inquiry and 
then we talked generally about any personal experiences we had had with 
the topic. We then went to watch a video titled Negro C BBC 23 which 
provided more introductory material and opportunities for group
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discussion. I made the comment that from this day forward we should wear 
our "researchers' hats" when we think about and collect data relating to 
the topic. It seemed appropriate to stress the need for research 
awareness and mindfulness; imagining that we have to put on a hat 
everytime we consciously undertake "research", seemed a valuable aide- 
memoire to question assumptions, express doubts, ask for evidence to 
support current opinions etc.
tiiil I distributed more written material the next week on the subject 
as well as a written handout on the assignment and detailed guidelines 
of what constitutes co-operative assignment work and how to report 
findings (see Study Guide. Appendix 6; pp. 4-9). I proposed that the 
area of study be focussed on our own prejudices, if any, and the 
research would be to explore these prejudices and learn more about them. 
There seemed to be no obvious indications of disagreement. I reiterated 
and extended what I had explained the week before about the research 
methods. Ve then carried out some ice breaking exercises followed by 
setting up ground rules and then completed some listening exercises in 
pairs. At the end of the lesson we discussed whether to confront our 
prejudices next week or do something "lighter". Most of us opted for the 
latter and I agreed to organise some structured activities for next 
week. I asked members to write up their record of the research which, 
prompted a discussion about appropriate record keeping procedures. This 
was left unresolved as we concluded the lesson.
Civ] I started the lesson the following .week by facilitating a warm up 
activity. I then summarised where I thought we were in the research and
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reiterated the ground rules, Ve carried out a Cultural Awareness 
Expansion execise (in Pfeiffer and Jones, 1974, pp. 15 - 18) in groups 
of 3. Ve then shared what happened in the whole group. Ve spent time 
discussing how the research was going to be recorded each week. Members 
wanted the recording process to be a group effort. It was decided that 
we would tape record it.
C v3 Ve next met on the 15th February 1990. I brought in a tape recorder 
which we agreed we would use to monitor the progress of the research.
S T had agreed to transcribe the tape I this was not subsequently carried 
out]. I asked for thoughts on how we could move the research forward. 
After a while in the whole group, we split into 3's and 4's to carry 
this out. Ve went back into the whole group and decided that we would 
produce some role plays that dealt with the subject of prejudice. Ve 
chose people we would work with on the 3 different themes that were 
selected. The themes were (a) prejudice at a job interview; (b) displays 
of prejudice on a long distance air flight and (c) prejudice in "a boy 
meets girl situation”.
Cvi] Ve worked in the hall the next Monday because our normal classroom 
was out of service because of the storms. Ve split'-into the role play 
groups which we arranged on the 15th February in order to rehearse the 
scenarios. Ve then tried them out in front of the whole group and then 
discussed our reactions.
Cvii] The group were out of college for the next 3 weeks. Vhen they 
returned we attempted to make sense of what we had been doing, focussing
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particularly on how we had been avoiding discussing whether or not we 
were prejudiced. I led some exercises that, encouraged people to 
contribute (Stanford, 1977; pp. 106 - 108) which group members enjoyed 
and found useful. Ve decided to split into 3 groups to conduct the 
assessment. Some wanted me to assess their reports; others were happy to 
conduct a self-assessment and I joined a group who carried out a self 
and peer assesment. Criteria were established by reading and discussing 
each others report.
[viiil In this project we underook many experiential activities in 
pairs, small groups and the whole group and personal learnings from 
these exercise were placed to the fore. Members for the most part were 
able to describe and discriminate the various stages of the research, 
though not always in the right chronological order and certainly not in 
the detail and with the accuracy that I suggested. On reading the 
student reports it comes to light that different people placed different 
emphases on different aspects of the research but there is an inter- 
subjective agreement that the group was not open and trusting enough to 
take a close look at our prejudices. There is agreement that certain 
activities were valid in the sense of being relevant and manageable for 
group members. The video programme set the scene and raised awareness; 
the role cards exercise in 3’s taught members what it was like to give 
and receive prejudiced remarks and some realised that they could not be 
prejudiced as they found it so difficult to think of cruel things to say 
to the "victim" of the prejudice in the activity. The exercise also - 
helped others "step into the shoes" of discriminated groups and feel 
what it is like to be treated unfairly and in a stereotypical way. The
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role plays were considered again to be valid ways of exploring prejudice 
though they were carried out, I believe, without the aware intent of 
finding out about our own prejudices. There is general agreement that 
the inquiry was a gr_Q.up inquiry and that the methods chosen to conduct 
it were agreed in the group. The successes and failures of the inquiry 
are seen as group processes and not individual strengths and failings.
Cix] Although she too felt the subject of prejudice was approached in 
too deep a way, K H expresses her acknowledgement of some of the skills 
involved in experiential research:
We did cover the skills of co-operative inquiry starting with 
more self-awareness. The activities we did we learnt how to 
communicate as a group. Practical skills were shown here as 
well as in the methods of recording. Interlinking how we 
solved problems by making group decisions. Overall we 
were learning how to design and take management of our own 
assignment. There was development but room for more. I feel 
there could have been more contributions but there should 
always be room for improvement CM H3.
J R learnt:
that in order to do a co-operative inquiry successfully, you 
need to have the co-operation and interest of all those 
taking part. If you don't, the inquiry will just be a waste 
of time. I felt that our co-operative inquiry wasn't very 
successful because there wasn't a great deal of interest all 
the time and that we didn't seem to be getting anywhere at 
all. We seemed to go round in circles CJ R].
R L felt that the inquiry was unsuccessful because of the inability or
unwillingnes of the quieter students to participate and the inability or
unwillingness of the high participators to draw them into the
discussions.
A high participator was T J :
The group itself works well together and most of the time 
makes good progress. This was a co-operative inquiry and it 
just didn't happen. More investigation was needed before the 
inquiry techniques were chosen. When we chose the methods
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for the assignment they seemed the best way of getting the 
information we needed. Ail the ideas were relatively new and 
so it was a trial and error assignment; unfortunately more 
error than anything else.
M H added that the friendship groupings, that were a noticeable feature
in this class, should be split up from time to time in order to get to
know others better. This would, she says, have a beneficial effect when
it came to reporting back to the whole group on future occasions.
Relationship building was a recommendation for S P as well:
I feel as if we need to get to know more about our group and 
should learn to trust each other more. If we do another co­
operative inquiry I think the quieter peole should be made to 
speak for themselves and to state their opinions especially 
when there is a disagreement within the class, everyone should 
say what they think as everybody's opinion is valid. It would 
be good when or if we next do this that everybody HAS to join 
in IS PI. Uext time I think we need to, set a more specific 
task sooner to give us more time to arrange our time, research 
methods and so on IA HI... it should be on a topic that is of 
interest to the majority of the group instead of us being told 
we are going to discuss a certain subject which may not be one 
people within the group know about UR].
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[i] Trust was an issue that surfaced in this inquiry as well. Ve began 
it in March, 1990 and a significant development was the participation of 
a male staff colleague, R P, the Common Skills teacher. Ve investigated 
the topic with the 10 female students in the class.
Cii] The aim of the assignment was to find out more about alcohol and 
work as a group in producing useful and relevant learning experiences
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built around the topic, I was concerned that the class, though friendly 
to me and each other, lacked a certain sense of ”teamness” and I 
therefore wanted to work in such a way that brought us together as a 
more cohesive unit whilst retaining our individual goals. Some members 
had also felt that they had not been "stretched enough" in the past with 
regard to academic rigour. I hoped that an experiential inquiry would 
achieve these objectives.
[iii] Group members turned up the first week in dribs and drabs 
seemingly unaware that they should have been present. We sat around some 
tables that we had placed together and I explained what I meant by co­
operative inquiry; why I felt it would be a worthwhile venture with the 
group and how it might benefit us. I suggested that the inquiry should 
be: manageable, relevant, practical, systematic with a balance of 
thinking and action and the other criteria I have mentioned earlier.
We brainstormed the word "Alcohol" which led us into some personal 
disclosures about our experiences with alcohol. Members began to tell 
their stories about alcohol which was formalised by our taking turns. We 
talked of our earliest memories of alcohol and led the group through 
significant events in our lives, I suggested a ground rule that one 
person speaks, the rest listen. Some very rich material came out of this 
exercise. V L described how she once got drunk and felt small and 
encased in her body. J B shared some personal information about a close 
relative's drinking whilst K C took us back to when she was 1% years 
old. I related how I remembered drinking burgundy at Xmas as a child and 
graduating to regular beer drinking with "the lads" as a school boy and 
student. I felt sad at the thought of how much I'd drunk in the past. It
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seemed that K C and I drank more than others. M L amused us with her 
tales of "going to the offy" when she was younger with her school 
friends and making fools of themselves in the street. She felt that 
alcohol "gets you on a higher plane". We left agreeing to maintain 
diaries of our research.
[ivl After a round of reflections on the 13th Karch 1990 about what had 
happened over the week we agreed that we wanted to carry out "personal 
research" as opposed to the more conventional survey-type assignments.
R P, who had expressed an interest in getting involved in the inquiry, 
turned up and negotiated his membership of the group. He wanted to know 
what the finished product would be and how the assignment would be 
assessed. K C challenged him to say why there had to be a product and a 
structure: "Why", she said, "why can't we see what happens, rather than 
having everything tied up at the start"?
R P suggested he observe our working as a group. We all objected to this 
stance and insisted that all present participate in the inquiry action 
which we wanted to be open, personal, non-bookish and discussion-based.
R P agreed our terms but suggested afterwards he was unsure of divulging 
his personal life to students. We agreed to have a half-hour discussion 
next week and then "do something".
[v3 After an exercise in sharing our hopes for and fears about taking 
part in the intended inquiry, we agreed some ground rules that we 
thought would be helpful toward structuring a satisfying group inquiry. 
We then did a pair exercise: What would I do and how would I feel if I
or a member of my family was an alcoholic. We came back, into the full
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group and talked about the process and content of that exercise. Three 
members of the group said they would find out what is meant by the term 
"alcoholic” and how a drink problem can be differentiated from social 
drinking. Ve finished with a round of what had been learned or 
highlighted during the afternoon.
[vi] We started next week with an ice-breaker. Members had to show non­
verbally how they were feeling. This was only taken up by a couple of 
people. The fact finding group from last week were not able to report 
any findings. The consensus was that there was a need for some 
"direction" so I suggested we split into 3 groups according to our level 
of commitment to certain ideas. Ve decided we would split up for a while 
and pursue our individual interests around the topic and then come back 
together as a group. When we returned to the whole group I expressed my 
concern that we do not lose sight of the essential personal learning 
underpinning experiential research. R P agreed. We finished with a game 
called "Airplane" with 3 or 4 members abstaining.
[viil On the 3rd April 1990 I reiterated my concern that individuals did 
not pursue their individual inquiries to the point of neglecting group 
feedback and reflection phases. I feared that the "groupness" was 
missing and that the inquiry was "splintering and diverging" too much.
E W counselled me, challenging and supporting me regarding this anxiety. 
Some members could not understand what all the fuss was about; others 
were confused about what was expected of them and felt a little lost 
with the learning methods and process.
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Cviiil We fed back our findings after the holidays on the 1st May 1990.
I facilitated K C as she related her findings. Other personal work was 
disclosed. Members generally felt that the individual work that had been 
carried out was productive and useful. Ve spent a good half hour 
discussing how we were going to write it all up. I suggested we all 
follow the reporting format that I had begun to use with other groups 
[Appendix 6; pp. 30 - 31] which was pinned on the wall for people to 
copy. E P suggested that an oral discussion about our research was also 
necessary to do justice to the kind of inquiry we had been carrying out. 
The question of self and peer assessment was raised and resisted by the 
students. It was agreed that the tutors would be the main assessors but 
that members would be willing for their work to be viewed by colleagues 
and receive written feedback about the strengths and weaknesses. R P and 
I said we would work on devising appropriate criteria next week. A 
deadline was also agreed for handing in work.
[ixl R P and I worked on devising the assessment criteria over the next 
week. V L was concerned that she did not have enough data to complete 
her project which she described as "researching your own personal 
experience". R P posted the completed criteria on the wall. E V and A E 
were also concerned that the their projects did not focus on researching 
personal experience and therefore were worried that they would be 
penalised.
[x] We all managed to complete our differing contributions to the 
assignment topic and found what we did was relevant to our concerns and 
interests. The sum of the individual contributions did display a mix of
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knowledge and the application of skills though they were not listed and
classified. I tend to agree with E P's interpretation of events:
There was a wide disparity in the topics which individuals 
chose though they could be grouped in two broad categories, 
those which indeed place personal experience to the fore and 
those which were concerned with researching factual 
information.
Ky colleague's report aimed to examine the concept of social drinking 
and its relationship to alcoholism using personal experience and 
material obtained from the Alcohol Education project which he gathered 
on secondment to a local Probation Service. It was motivated by a 
personal desire to compare the differing approaches to treating 
alcoholism; the Alcoholics Anonymous approach and the behaviour 
modification approach which allows for controlled social drinking. His 
report is divided into sections: Introduction, Aims, Background,
Research and Methodology, Outcome, Conclusions, Analysis and Evaluation, 
Criticism and Future Recommendations, He carried out a literature search 
of material supplied to participants in the Probation Service Alcohol 
Education Programme to determine the criteria used to identify the 
alcoholic and the social drinker. He then made conclusions as to the 
validity of these concepts and evaluated the co-operative inquiry as a 
whole. He notes that from an individual perspective it had been valuable 
to reflect on his own personal habits in the context of "objective 
research" and place them in the broad continuum from "social drinking 
to "alcoholism". He was not able or willing to be:
fully conscientious and open in this self-evaluation because 
of the constraints imposed by the professional codes that . 
operate in educational practice [i.e. to put it colloquially,
I am not disclosing personal details to students]; not because 
there is something to hide but because it is inappropriate, 
unnecessary and potentially damaging to the lecturer/student 
relationship to do so. The converse is equally true:
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confidential/personal details of students are the subject 
matter for personal tutorials not group study. There is a 
place for such group study but only if the study is conducted 
with sufficient time and expertise to maintain confidence and 
confidentiality: none of this was possible in this study.
J B's research was focussed on: The Alcoholic Parent and The Effects On
The Family. She chose this theme as an assignment:
as I can relate to the condition from my own experience... 
it was during the group discussions that I was able to talk 
about how alcoholism had played a big part in my life and 
open up more and then write an account of my experience.
After providing information from secondary literature of what alcoholism
is and how it effects family life, J B provides an extremely moving
account I which was not distributed to other members of the group! of her
memories of her mother’s disease and eventual death. She describes the
shopping trips to the off-licence when she was a child; her mother’s
arguments with her father; the hidden bottles around the house and the
pretence that there wasn’t really a problem. She writes of her anger and
guilt that she could not have done more to support her mother and
understand the problems:
When my Hum died I was eleven and the weeks after her death 
seemed to be a blank to me. I didn't feel anything. I felt 
numb and empty but in some ways a great weight had been lifted 
from me. I wasn't happy after the death but I did think that 
all the problems had gone from my life. About 3 - 4-weeks 
after my Hum died, my Dad's girlfriend moved in to live with 
us. I now had found myself with a replacement step mother. 
Hothing would or never will replace my -Hum. I found that I
never really had time to grieve for my mum and it is only now
that I have been able to express my feelings and emotions. We 
were never encouraged to express how we felt by my Dad or his 
girlfriend - Out of sight, out of mind,..It has taken me 9 
years to be able to express my grief. I had always come to 
terms with my Hum’s death but to be able to speak and 
understand my feelings for the past 9 years makes me angry 
that it has taken all this time. For all I know I may never 
have been able to have had the opportunity to express so 
deeply my feelings. If it wasn’t for the class discussions 
my feelings would still be buried deep and it is only now that 
I have really come to terms with alcoholism.
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K C1s assignment consisted, of her monitoring her feelings when drinking 
in different sorts of situations. She kept a diary of particular events 
and the feelings associated with "that much wanted buzz”. She concludes 
that she tends to drink different alcoholic beverages with different 
people:
If people have annoyed me I tend to get ”pissed”; if my 
parents argue I tend to drink a fair amountj if I am feeling 
happy and settled I tend to stay sober. If I drink different 
drinks I have different feelings eg. Snowball = I become 
embarassed; Pernod = I feel big headed. My alcohol limits 
tend to exceed when I am in a happy and exciting atmosphere 
and have a lot to occupy my mind e.g. dancing etc. When I have 
a problem that is resting on my shoulders, I tend to get drunk 
and when under the influence of the alcohol, my problem seems 
small and I tend to find it easier to find the answer to the 
solution.
I, too, monitored my alcohol consumption for the duration of the 
project. My aim was to discover why I drink. I concluded that I drank:
* out of habit. I have been drinking for 24 years.
* because I needed that 1 much wanted buzz* that K C lefers to.
* as my reward and pleasure at the end of the day to ritually open a &3
4 £4 bottle of wine [preferably dry red] and consume 2 or 3 glasses
with food. I was not interested in alcohol during the day or spirits
or beer at night but to be deprived of wine in the evening with food 
would be very difficult. Hor had I any interest in getting drunk 
which, from experience left me feeling merely tired and depressed.
* as an expression of an idealised middle-class lifestyle of week ends 
in the country and holidays in the Dordogne.
A L and V L also worked together on their assignment and decided to
address themselves to the question, Why don t drink.
Both M and I wanted to do an inquiry where we could find out
the real reasons behind - Vhy we don’t drink - and to compare
M's ideas with mine and see how they differ e..g. parental
influences etc. and to see how 2 people of the same age have
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different ideas and views.
What they arrived at was an account of their personal experience to date 
and significant episodes with girl friends and boy friends when alcohol 
played either an important part or no part in their social lives. Both 
students read and remarked on their individual reports which contained 
similar themes:
* the need to feel grown up when they were younger.
* the preference now for buying clothes and records rather than alcohol.
* the importance of meeting new people and making new friends.
* feeling now that drinking to excess was stupid and immature and 
unnecessary for having a good time.
A E’s work focussed on the effects of alcohol on pregnancy and was
motivated out of a desire to one day being a midwife amd a mother. Using 
information obtained from her doctor and secondary sources, her report 
details the risks of drinking during pregnancy paying particular 
attention to the handicaps associated with foetal alcohol syndrome.
S B 's report was called Prinking' and Driving Costs Lives. She obtained 
most of her information and statistics from literature given to her by 
officers at the local police station. Her factual report gives details
of the effect of alcohol on the body, the effect of alcohol on driving
performance and the consequences of drinking and driving in terms of 
legal penalties. She was intrigued to discover from the police that 
young people were not singled out as the main culprits in drink and 
driving offences; this ignominious honour was attributed to people in 
the 30 - 45 age group, S V and M F investigated Alcohol and Teenagers- 
and provide, for the most part, factual detail from a wide variety of 
secondary sources in a 30 page report. They discuss the physical and
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psychological effects of alcohol use, the legal situation regarding 
alcohol use, drink/driving and patterns of alcohol behaviour among 
teenagers. They were also able to conduct some interviews with other 
young people to discover the facts about their drinking habits. H F 
includes a case study of an 18 year old she knows who becomes violent 
after drinking and as a result has been arrested on numerous occasions 
for threatening behaviour and assault.
E V provides a diary of events and activities that took place in the 
lessons as part of her report. The major emphasis though is an 
examination of the effects of alcohol; physically, mentally and 
socially. She refers mainly to books and journals for the information.
5.17 PHASE 3. CASE STUDIES 10 AFP 11, B TEC MTIQML HEALTH
STUDIES. 1ST YEAR. FITIESS AJD DEPETOEHCT. ASSIQOTFT [1991L
INTRODUCTORY COMMENTS - FLEXIBLE LBAKIŒKl
Ci] These last two inquiries were conducted between the 8th April and 
the 10th June 1991 and are noteworthy because of the addition of a self­
pacing study guide as a supplement to other group based, classroom 
activities. Separate sheets of the booklet had ben used before but these 
were the first attempts to bring a package together.
Ciil I shall, first of all, locate the inquiries within a college-based 
initiative that was taking place at the time, namely, the setting up of 
"Flexible Learning" workshops. In June 1990 I was appointed to manage a 
Training Agency funded project titled "Embedding Flexible Learning in
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the mainstream curriculum". This was to take place within the college 
over the next two years with the aim of "ensuring that flexible learning 
becomes an integral part of college provision in appropriate mainstream 
courses". My appointment with 0.5 remission was for a year. The 
objectives of the project were:
[al to survey a number of existing courses in order to identify 
additional learning needs in common skill areas - literacy, 
numeracy, information technology, communications and study skills.
[bl establish a system of access to flexible learning programmes 
offering additional learning opportunities.
Cel design and carry out an evaluation into the effectiveness of the 
additional support.
Vhat I mean by the term flexible learning is included in an FEU
publication (1983):
In curricular terms, flexible learning is taken to mean, the 
adaptation of available learning opportunities to meet the 
needs of the learner in a way that optimises the autonomy of 
the learner as well as the effectiveness of the process of 
learning.
I shall not, at this juncture, enter into a long discussion about the 
development of this project as a whole as it is not directly relevant to 
this thesis but the main achievement has been to set up flexible 
learning workshops in the college in the areas of^Communications, Study 
Skills and Mumeracy. These workshops are laid out in a more open plan 
design than the traditional classroom. They are open on a "drop in 
basis" and contain a variety of individualised work sheets and 
facilitated by a teacher with the appropriate skills to help individual 
learners at all levels of ability work at their own pace. I became 
centre manager for Study Skills from September 1991 To July 1992.
194
Ciiil I developed the study guide then with the flexible learning 
philosophy in mind. Though these inquiry groups were unable to enjoy the 
full benefits and resources of the centres C they were furnished and 
resourced after the projects had been completed], I did attempt to make 
available as many suitable resources and worksheets as I could. I was 
aiming to provide a multi-method approach and a degree of flexibility 
aimed at making learning more effective for groups as well as 
individuals in ways that might support their self-direction. The 
provision of a study guide and associated resources would, I hoped, be 
useful "tools" to help people help themselves and thus enhance the 
"démocratisation" of the research process and the "empowerment" of the 
co-researchers. I was making available the learning aids and resources 
that I would normally use but do not tend to make readily available to 
students.
Civ] My thinking then was to try and cater for the general as well as 
particular needs of students in learning the language, style, content 
and procedures for conducting experiential inquiry in ways that might 
optimise the use of timetable classroom sessions as being for 
"experiential encounter, testing out and feedback" rather than 
information giving and explanation, I shall now go. on to report the main 
features and findings of these two groups and comment on the reactions 
to the use of the study guide.
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5. 18 THE CASE STUDIES. GROUP A
Ci] Group A contained 9 young women and two young men. The academic 
ability of the group was generally "modest" and the climate of the group 
sessions tended to be cool. It contained some very quiet people and 
discussions were hard work with interactions being stilted and slow. Any 
self-disclosures were made in private, not within the group and they 
tended to be about feeling uncomfortable with some members and being 
unable to "speak out in the group".
In contrast, Group B were a group of 10 females and 1 male, and they 
were energetic and very talkative. The group enjoyed discussions and 
particularly liked reflecting on their personal experiences of home, 
school, work and personal relationships. The group dynamic was one of 
close interaction and high self disclosure. They seemed genuinely to 
like each other which did not seem to be the case with Group A.
Cii] The main features of the inquiries are as follows. I shall begin 
with Group A. The two topics - Dependence and Fitness - had been 
selected, as was the norm, by the teaching team, and not by the 
students. They were the main assignment topics for the Summer term. 
Different members of staff were covering them in their own ways in order 
to meet the requirements of their particular syllabi. I thought I would 
negotiate with the groups on how we might cover them within the 
framework of a co-operative experiential inquiry. What happened is now 
reported below using the comments from student reports. These individual 
reports were bound together at the end of the assignment and handed in 
for marking. I shall report their commentary in italics.e
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[ill] On the 8th April booklets were given out and read through [V HI.
We had a brainstorm session as a group to find out what we thought
Fitness and Dependency included. The next week we discussed the 
assignment and decided to concentrate on the theme, Are girls mire 
worried about their weight than boys?. Ve then went into groups to 
discuss this statement and came up with these questions: Vhat is the 
ideal weight? Vhy do people want to lose weight? Vhy do people think
about weight? How do we see others? LC FI
Other students suggest that these and other questions arose from the 
meeting on the 22nd April. My log also indicates this and that 15th 
April was a time for deciding to combine the topics, Dependency and 
Fitness, and choosing a suitable title.
On April 29th we were reminded of some ground rules about 
confidentiality; using "I" statements; voluntary principles (no one 
pressured to do what they don't want to do); avoiding judging, 
evaluating; listening, and taking the initiative whenever it seemed 
right to do so etc. We also went quickly round the class asking everyone 
if they worry about their weight. The two boys said they did because 
they wanted to be more muscley, and the girls said they did because they 
wanted to weigh less. Fete wasn't really bothered about losing weight.
We also found that some of us exercise as well. When asked if we thought 
our bodies were perfect, everyone, except C B, said no. E F said 
sometimes [ V HI.
Only 5 or 6 students completed the log and V H and G R provided the 
fullest accounts of between 5 - 8  lines for each weekly entry. These 
were not completed in the booklet but on separate pieces of paper.
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On the 13th May the group agreed that we were getting nowhere with the 
assignment. G R suggested that we all, in ones or twos, choose a subject 
area concerning weight. She made a survey which we decided we'd carry 
out on 55 people in all, 5 each CL D1, G R brought in a questionnaire, 
and told us what to do. I am not really happy with it but the rest of 
the group seemed pleased CC FI. G R's questionnaire helped, as then 
everyone seemed more enthusiastic about doing the assignment. Then the 
following was decided:
Analysing questionnaire data G R and G T
Dieting L D, V H and G R
Anorexia C J, C M  and V H
Fashion/media For men For women
C A F F
C B C F
Finding ways of losing weight P R [tutor]
Ideal body D F [ V HI
Ve also set out the marking criteria to-day to inform what constituted 
different gradings.
Remaining diary entries of students tend to focus on individual 
achievements regarding the specific topics they had chosen. Group 
conclusions to all this work was missing and when we later conducted a 
round of resentments and appreciations of doing the project, the main. 
issues concerned the size and unfriendliness of the study guides and the 
inter and intrapersonal difficulties that group members experienced.
Some felt very shy about talking out in the whole group which led others 
to blame the lack of participation as influential factors for a largely 
unsatisfactory and unsatisfying assignment.
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5. 19 THE CASE STUDIES - GRQU.P_.&
Ci] Three or four members of Group B completed the booklets more fully 
than Group A but the predominant feeling was:
...Veird! Can't really grasp this assignment booklet 
[V ¥3... the pages were too heavy for me to cope with without 
an explanation to go with it CC G3.
Apart from R E, who is in his mid 20's and particularly academic, nearly
all the group found:
the work hard to understand and a bit confusing CH B3...and 
the booklet hard to follow at times CC G3.
Those who did complete the booklets used the back of the pages as well
as the allocated spaces to record their thoughts and feelings on how the
assignment was progressing. I include myself here. The majority wrote in
note form and in pencil. Some booklets ended up with pages in the wrong
order or with pages missing. C G was the only member who maintained a
log of the main features and events.
Cii] The inquiry progressed as follows. After the brainstorming exercise
in week 1, each member chose an area they intended to study. In week 2,
half the group wanted to change the topics-they had chosen because they
were no longer happy with them. The other half of the group, however,
were still happy and ready to continue. The session ended in confusion
with no one knowing what they were meant to be doing, or what they
wanted to do. One of the tasks for homework was to get acquainted with
assignment methodology (Appendix 6; pp. 6-9). C S writes:
I found the whole of the section about the co-operative 
experiential assignment confusing. As the information read 
in this section didn't retain in my brain as it was read 
especially on the first page of this sectiop.
The following pages were slightly easier as it was in point
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form this was also meant that it was easier to refer back 
to. I'm still no clearer as to what is needed and I have 
decided not to do relationships and change as part of this 
assignment. I also feel frustrated and angry.
Later on she writes in her journal:
I had a chat with Pete and I came up with relaxation...I now 
have an aim and feel much happier within myself...! want to 
achieve an awareness of how certain methods best suit me and 
my emotions at the given time within my self-analysis of 
this assignment,
C B understood co operative inquiry as:
setting out the fact that this is our assignment. Our being 
lecturer and us. We have equal input and say about what is 
studied. It depends a lot on group work and we will self- 
assess ourselves.
[iii3 It was proposed by E W in week 3 that everyone worked on their own
topic. After having this time working alone, we would come then come
together as a group, pool and discuss our results and then continue
afresh. It was agreed:
after much debate that we would address the following 
questions within our chosen topics - What's our need 
regarding Fitness and Dependency; Why do we need it and what 
will we do about it? H B listed the topics that group 
members decided on: L J and C B I diets]; C G I why do we need 
support groups]; H R and T M [ fitness]; C S C relaxation]; H 
B and S K [self confidence]; E E I balancing mind, body and 
spirit]; R V C independence from parents] and V W I body 
image] [H B].
Everyone then had an individual brainstorming session of 
everything they could think of related, to their own subject. 
The following ground rules were drawn up:
Sensitivity - show respect, tact for others problems 
Avoid judging others
Confidentiality - there has to be permission to use personal 
information in the report 
Voluntary - no pressurising 
Use I statements ICG].
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C ivl In week 4 group members explained to others what they planned to do 
for their assignment. After playing the game ”Knots", the group went 
away to work on their ideas.
[v] V V tried out her experiment in week 5 by asking people what car
they immediately thought of when they reflected on their build. It was
then arranged that the following week we would take part in a fitness
exercise organised by T M and H E, and some relaxation organised by C S. 
The group continued with their research.
[vil I led the first half of week 6 with some "mindfulness" exercises 
(Masters, 1981), recorded on tape by Peter Season, since nothing had 
been organised by T M and H E as was arranged. The aim was to illustrate 
the importance of observing ourselves in action as we go about our 
research. Interest waned after half an hour with members experiencing 
the difficulty of doing and thinking several things at one and the same 
time. Some found the voice "hypnotic" and relaxing. We continued
relaxation into the second half when C S used a relaxation tape.
[viil In week 7 C G writes:
each member of the group was asked to ̂ express how their
assignment was going without words. . . then each member was
measured by C B and L J for their assignment.
Cviii] The last couple of weeks were spent in completing their 
assignments} assessing the results and discussing the general 
conclusions of the inquiry. By this time I had "dropped out" of 
intentionally carrying out any personal research.
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R ¥ and S H devised an endgame to finish the project. In turn we had to 
answer the questions; ¥hat did you most snjoy âbout thB âsslgiimsnt? Vhât 
did you least enjoy about the assignment? What most surprised you about 
the assignment?
Cix] C B 's report deals with her lack of self-esteem regarding her body 
shape at the beginning of the project and concludes with a more positive 
self-assessment after interviewing other females of her age and 
conducting an experiment in which she measured and compared her vital 
statistics with others in the group. C G's report consists of her 
relating the experience she had had in attending a support group and 
gathering evidence to suggest that such a group would be a valuable help 
to those people of her age who worry about their weight. She provides 
guidelines for setting up groups.
H R and T H did not work effectively together and this is commented on 
frequently in HR's booklet. In the end H R tested out the hypothesis 
that sporting activity at school provides a compensatory factor for the 
non-academic student. Her interviews showed this proposition to be 
unproven. T K*s very brief reflective essay is titled; Fitness Fun or 
obsession? He charts his "keeping fit" from the age of 12 and concludes 
his introspective account by stating that he needs, to keep fit rather 
than wants to keep fit in order to maintain a self-confidence that was 
lacking when he was overweight in his early teens. C S maintained a 
diary where she describes some of the relaxation techniques she 
discovered in books and from personal interviews and how they affected 
her when she tried them out. H B and S H dealt with the subject of their 
lack of self-confidence and after a series of brainstorms, discussions
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and self- reflections decided that bullying at school was perhaps the
most important factor contributing to their lack of self confidence.
They then addressed the general questions agreed by the group: What is
the need; Why do I need it and what can I do about it? R E's report was
a detailed account of his testing out ways of bringing mind, body and
spirit into closer alignment believing this would enhance self-
confidence. In a long report he discusses the theory and application of
assertiveness, meditation, relaxation and creative visualisation to his
own life and concludes that:
I have definitely gained more self-confidence and a better 
perspective about myself since undertaking this assignment.
R V s  most important discovery in her assignment about whether young
people of her age were dependant on their parents, was the realisation,
after a group discussion, that she had not included her own thoughts and
feelings in the research. After all, these were the motivating factors
to carry out the research in the first place. The most creative and
self-aware work came from V V who analysed her reactions to her own
physical appearance using several experiential exercises. She designed
these herself, testing some out on herself in private and in the company
of classmates, relatives and friends:
* She tape recorded her immediate reactions to looking at photographs of 
models in magazines,
* She facilitated group discussions with other women (of all ages) about 
their feelings toward their bodies.
* She tried out diets, aerobics, swimming and badminton and recorded her 
reactions to each.
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V.
She concluded her report with a passage of self-validation, stressing 
that she was not prepared to fit into any media stereotypes. She 
asserted that the assignment: "has made me more aware of who I am and I 
feel proud”. She notes that she continued the physical activity because 
she enjoyed it and it made her feel ”good" but discontinued the diet.
5.20 CASE STUDIES 10 & 11, QSISKAL CONCLUSIQIS.
Cii Group B provided their general conclusions of the assignment process 
on the 21st June. Like Group A, most found the booklet complicated and 
confusing and rated it 6/10 but added that it would be a lot easier the 
next time they used it. They noted that some of the activités and 
exercises laid out in the guide did not match what actually occurred in 
the research process and classroom interaction.
Cii] Ky findings of using the guide was that the photocopying and 
collating of the booklets took much longer than I had thought and 
sometimes students would be engaged for 15 - 20 minutes of class time in 
sorting and stapling the booklets. The expected time for completing each 
activity was overestimated and I am sure that very.little additional 
work was completed outside of the classroom, orudents did seem iexistant 
and frustrated by the size of the guide even after I attempted to 
reassure them that the booklet would serve them for the next year as 
well. Most, seemed to give up using the workbook and commented on finding 
the language in the text, difficult to understand. The guide at that 
time was bigger than the one included as Appendix 6. It contained
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references; more extensive instructions; a glossary of terms and a 
Reader section. I am now suggesting that several larger manuals be used 
as reference material and a faciltator guide.
[ üi] Group A felt strongly that a major weakness of the assignment was
the lack of group skills exercised during the research:
people let the group down by not handing their work in on 
time CC F]... people not saying what they really felt i.e. I 
don't want to do the weight assignment CC Ml.
D F doubted that group work would ever be effective because of the
differences between individuals. Others wanted to retain the open ended,
group-based structure and recognised that next time they would need to:
use the booklets differently CC Ml... pay more attention, put 
more effort in and keep up my log better CE F3. . .ask to be 
pushed more CC B3. .. discuss together the topic and 
agree...get organised,..keep to deadlines. ..contribute 
equally CG R]... choosing a subject everyone is interested in 
CC J].
H B and H R were critical of their partners "not pulling their weight"
in their part of the assignment. The former writes:
During our working together we have found out that working 
as a group is very difficult - we experienced arguments and 
tears. At the begining of our assignment we all found it 
difficult to compromise on an assignment title. I felt that 
after two weeks we began to get .bored and fidgety with each 
other. In the end we all began to compromise and the 
situation began to get easier. After deciding on self- 
confidence we were left to work by ourselves/partners. Each 
one of the subjects experienced problems: people not 
contributing; people not turning up; people held up the 
discussion. Group based is a silly phrase to use - it hasn't 
been very co-operative and this makes me angry.
The majority of Group B were more positive and felt that they had been
helped by other group members in their achieving greater self-confidenpe
as a result of the discussions and exercises that took place. Ve spent
some time talking about the group structure; how small groups and
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individuals related to one another or not as the case may be and how 
these dynamic processes might work against a more cohesive "whole”. The 
consensus was that the students enjoyed learning from their own 
experience, felt more self-confident after completing the assignment and 
felt that the group work could have been improved; most probably they 
said, with more leadership from someone or other. Apart from me, H R  was 
suggested as someone who could do the j ob.
tivl It might seem paradoxical that the last two case studies reported 
here seem to represent the least successful experiential assignment 
processes in Phase 3, There is not the detail and vim in their reportage 
of events that there is in the other case studies. One would expect the 
effectiveness and enjoyment of experiential inquiries to increase over 
time and with practice. I have included them anyway because they did 
happen; I did set them up intentionally in order to try out the self- 
study guides which I hoped would extend the process of autonomous 
learning. In attempting to get to grips, intellectually, with the 
concepts and procedures laid out in this text, much of the interest and 
spontaneity that springs from emotional engagement with the topic in 
hand got tangled up or lost. My attention too would have best been 
directed toward managing the group processes that featured in these 
inquiries. The groups needed help and guidance in building trust and . 
self disclosure so that difficult personal and interpersonal issues 
could have been confronted and dealt with. Greater attention to issues 
of facilitation, levels of authentic co-operation and validity 
procedures are subjects for discussion in the next chapter along with 
more personal reflections of ray role as experiential researcher.
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CHAPTER 6 ANALYSIS OF FIHDIirGS
6.1 TTÏTRODUCTOPY DISCUSSXQJL.
Ci] Vhat I propose to do in this chapter is to analyse the evidence to 
date, in the various phases, by first putting them in the context of the 
dialectical shifts that characterise the research. I then believe that 
my addressing the following questions will help the reader focus more 
clearly on the area under consideration; namely, to explore and evaluate 
the experience of conducting experiential research with young people in
FE.
* Vhat do I mean by research?
* Vhen does learning become research? Vhen does experiential learning 
become experiential research? Vere we carrying out experiential 
research or was it experiential learning, negotiated learning, 
participative teaching or any other variants?
* How long were we able to sustain the different stages of the 
experiential research process: seconds, minutes, hours, and with 
what effect? Vhat kinds of knowledge resulted from the applying 
the method: prepositional knowledge, practical knowledge,
experiential knowledge?
* Vhat are the distinguishing features and landmarks that characterise
this type of research with this type of learning group? Vhat 
conditions favoured inquiry-making and what conditions hampered
the process?
* How do my findings contribute to the bank of knowledge relevant to
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me as a teacher/researcher/person; to us as students and teacher 
working together; and to them as the community of scholars who will 
critically examine the research findings?
* How might I interpret my findings vis-a-vis validity checks and 
current theoretical models?
* How do my findings compare with other reports in different settings 
and what possible reasons might there be for similar and dissimilar 
experiences and outcomes?
6.2 VAS THIS RESEARCH BXPBRIESTIAL RESEARCH? AHALYSIHG
THE METHODOLOGICAL SHIFTS.
[i] Vhat research is not is opinion unsupported by evidence; nor is 
research unintelligble or irrelevant to the audience to which it is 
directed. Research is not, to quote Bob Dylan, "useless and pointless 
knowledge". Research is noi. spontaneous intellection but rather it is 
systematic, disciplined and, above all, a hard earned process of "coming 
to know" a subject thoughtfully and thoroughly. The content and the 
process should be capable of standing the test of public scrutiny.
Cii] One way of illuminating the conceptual shifts in the research
methodology is to consider Table 6.1 below, which provides some labels
on which to hang my understanding of what I think I have been doing and
depicts the contribution of the various parties to the enterprise. I
emphasise the overriding importance to which I attach the notion of
action learning which is defined in Veil and McGill (1989):
as a means by which people learn with and from each other by 
attempting to identify, and then implement, solutions to their
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problems/issues/opportunities, (p. 117)
I acknowledge the debt to Elden (in Reason and Rowan, 1981; p.263) in 
adapting his framework for showing the effects and role demands of 
different sorts of research.
Table 6.1 Experiential Learning/Research Continuum.
ACTIOÏ LEAEEIB'G
How can I develop my professional practice; 
as a facilitator; improve the process of education 
in ray college; turn my research work into a thesis; 
and develop my confidence and self-esteem?
TEADITIOHAL - PARADIGM 1 
SUBJECT ALIEHATIOI EXPERIENTIAL PARADIGM 2 
NON-SUBJECT 
ALIENATION
TYPE OF RESEARCH
Experimental research 
using a mix of quantitative 
and qualitative methods,
Co-operative facilitation 
using experiential learning 
and group work approaches 
within a negotiated 
learning framework,
Facilitating experiential 
research (Heron, 1981a) 
for
students,
DUNKING BEHIND IT
How can I show other teachers; 
college management; and FEU that 
humanistic approaches within 
the 16 - 19 craft curriculum 
produce more effective learning?
How can I effect an active, 
student-centred learning 
atmosphere in my lessons?
How can I help you 
plan and manage your own 
inquiries and develop 
your self-directing 
capacities?
Experiential research 
(Heron, 1981a) 
with my
operating as a fully 
fledged co-researcher,
+
Co-operative Experienti 
Assignment,
How can we do research 
together that does not 
alienate; is relevant t 
our lives; merges the 
roles of subject and ' 
researcher, teacher and 
student and is an 
educational process and 
means of personal 
development?
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TRADITIONAL - PARADIGM 1 EXPERIENTIAL
SUBJECT ALIENATION PARADIGM 2
NON-SUBJECT
ALIENATION
TYPE OF RESEARCH
Experimental research 
using a mix of quantitative 
and qualitative methods,
Co-operative facilitation 
using experiential learning 
and group vork approaches 
within a negotiated 
learning framework,
Facilitating experiential 
research (Heron, 1981a) 
for
students,
Experiential research 
(Heron, 1981a) 
with my
operating as a fully 
fledged co-researcher,
+
Co-operative Experienti 
Assignment,
C M R M I I Q H  .TO
RESEARCH PROPOSITIONS (nomenclature adapted from Heron, 1981a; pp, 1 - 3)
RESEARCHER - STRONG 
STUDENTS - ZERO
RESEARCHER - STRONG 
STUDENTS - VERY WEAK
RESEARCHER - STRONG 
STUDENTS - STRONG
RESEARCHER - STRONG 
STUDENTS - STRONG
C M T R I B U T I Q U Q
RESEARCH ACTION (nomenclature adapted from Heron, 1981a; pp, 1 -3 )
RESEARCHER - ZERO RESEARCHER - WEAK RESEARCHER - WEAK RESEARCHER - STRONG
STUDENTS - STRONG STUDENTS - STRONG STUDENTS - STRONG STUDENTS - STRONG
RELATIONSHIP. .BETWEEÏ 
EABIIES.
Theoretician Theoretician/Facilitator Theoretician/Facilitator Theoretician/Facilitato
1 1 1 and co-researcher
Object Learner Learner/researcher 1
Learner/co-researcher
Ciii] Vhat Table 6.1 helps illuminate is a number of parallel inquiries 
taking place alongside the main one; that of conducting experiential 
research (Heron, 1981a) with trainees and students. For example, the story 
to date has directed the reader's attention towards my desire
210
to:humanise the craft curriculum - Parallel Inquiry I. There was also an 
intention to: develop my facilitation practice - Parallel Inquiry II and 
undertake personal development and enhance self esteem - Parallel 
Inquiry III. Seven more sub agendas present themselves in the table: my 
progression as a teacher/ researcher per se; as one who theorises about 
practice and thinks systematically and critically about what he is doing 
- parallel Inquiry IV; my development as a facilitator of students' 
experiential inquiries (Heron, 1981a) - Parallel inquiry V; my 
development as a facilitator of students' experiential inquiries (Co­
operative Experiential Assignment) - Parallel Inquiry VI; my development 
as a researcher of their experiences of experiential research 
methodology (Heron, 1981a) - Parallel Inquiry VII; my development as a 
researcher of their experiences of the co-operative experiential 
assignment - Parallel Inquiry VIII; my experience as a co-researcher 
engaged in experiential inquiries (Heron, 1981a) - Parallel Inquiry IX; 
my experience as a co-researcher engaged in co-operative experiential 
assignments - Parallel Inquiry X; and my development as an assessor of 
student learning resulting from engagement in experiential inquiry - 
Parallel Inquiry XI.
Table 6.2 Parallel Inquiries - summary
Humanise the craft curriculum.
Develop my facilitation practice 
Undertake personal development 
My progression as a researcher per se 
My development as a facilitator of students' 
experiential inquiries (Heron, 1981a).
My development as a facilitator of students' 
experiential inquiries (co-operative 
experiential assignment)
My development as a researcher of students 
experiences of experiential research 
methodology (Heron, 1981a).
I.
II. 
Ill
IV.
V.
VI.
VII.
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VIII. My development as a researcher of their
experiences of the co-operative experiential 
assignment.
IX. My experience as a co-researcher engaged in
experiential inquiries (Heron, 1981a).
X. My experience as a co-researcher engaged in
co-operative experiential assignments.
XI. My development in the role of assessing and
grading students' experiential inquiry work.
These sub agendas then will hopefully provide useful focuses of 
attention for subsequent analysis of the data of the 3 phases I shall 
use a variety of nomenclature and numerical ratings as a means of 
highlighting development and progress in the three phases e.g.:
WEAK MODERATE STROIG 1_______________________ 10
YES/NO. As the chapter develops these broad and superficial ratings are 
given greater detail and attention.
Civ] And at the end of the chapter I shall utilise a more creative and 
expressive tool to evaluate some key aspects of the research process - 
songwriting. Reason and Hawkins (in Reason, 1988; pp. 79 - 101) have 
used storytelling as a vehicle to explore the issue of gender within the 
framework of a co-operative inquiry (Reason and Hawkins in Reason,
1988):
Expression is the mode of allowing the meaning of experience 
to become manifest. It requires the inquirer to partake deeply 
of experience rather than stand back in order to analyse... we 
are arguing that the expression of experience, and thus 
inquiry into meaning, is an important aspect of research which 
has been almost ignored by orthodox science, (p. 80)
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6.3 MAKIflG SENSE OF PHASE_I.
Ci] Consulting Table 6.1, we begin the research life cycle with a design 
aimed at showing the beneficial effects of using experiential teaching 
approaches with selected experimental YTS groups. I played the leading 
role in a design that required little input from my researcher 
collaborator (J G) and no input from my intended subjects, the YTS 
trainees.
Cii] During the diagnostic stage, we had many discussions on how we were 
going to "measure" the difference between a group at the beginning of a 
course and the same group at the end of the experimental process and how 
one measured effective learning anyway. This was a particular problem 
for the observer, K V, who was seeking some sort of scientific validity 
for the basis of her observations. How could it be proved that any 
changes in the experimental group was due to educational interventions 
by J G and myself and not through other college teaching or through the 
student's workplace or outside social contacts? At this, the diagnostic 
stage, neither J G nor I had set up any clear validity checks for 
treating the data emerging from the questionnaire, model building and 
group discussions. The design was structured on the vague notion that 
we would be able to determine the success of our treatment by some 
consensus about the before and after effects. I thought the diagnostic 
activities would "speak for themselves" and any additional observations 
and interviews with students, staff and employers would provide the 
corroborating evidence. The important aspect here is that we did not 
analyse the data that emerged from the filmed discussions and model
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building sessions in any detail, because the nature of the research 
changed after reading Human Inquiry (Reason and Rowan, 1981) in October 
1985 and adopting an experiential research philosophy. The questionnaire 
was becoming increasingly dominant in the research activity and there 
was a danger of losing sight of the central thesis; that of humanising 
the craft curriculum in our college.
[iii] Even with the fairly dramatic intellectual shift on reading Human 
Inquiry and adopting experiential research, the first year's research as 
seen through the eyes of the experimental group, was that our way of 
teaching was a negotiated process, placing particular emphasis on the 
interests of the group members within a classroom atmosphere described 
as "informal and friendly". Trainees' responses to the approach J G and 
I used were those related to the affective domain:. the lessons could be 
described as, fun, enjoyable where people were treated as equals; where 
we were listened to and able to talk about the kinds of things that were 
happening in our lives. There is little evidence in the Stockhandlers 
group that our approach benefitted their technical skills or cognitive 
development such as improved study skills. So, the first phase can be 
illustrated as follows:
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Figure 6.1 Phase 1 - Moving towards negotiated learning
Experimental research September 
C19853
ir
November
Negotiated learning l
using group discussion
methods ir
Attempt to facilitate
ir
April C19861
experiential research
May
l
but returning to 
4-
I
Negotiated learning
l
July
[ iv] The end result of this first year's research is reflected in the 
comments of the college Steering Group that they were not convinced that 
the project:
had so far achieved any results...and that for the project 
to be called research, the project team must communicate the 
behavioural responses of the participating students as well as 
our interpretative ideas and opinions of such behaviour.
This first year's research was a hectic affair of inventing one approach
to address a problem we had identified, finding it inappropriate, then
discovering a way of doing research with people that was more appealing.
On reflection, I have learned that my earliest instincts were directed
toward more emergent research designs: ones that do justice to:
the belief in the experiential nature of my own learning which 
would enable me to find the appropriate model to fit the 
purpose of the research (Research proposals. May 16th, 1985).
The inability to trust my own feelings and experience, my lack of
confidence as a researcher and my desire to fulfill what I thought were
the expectations of the steering group led me to devising the initial
design. Reading Human Inquiry gave me the confidence to -trust those
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earlier instincts again. In the same way that I deferred to the request 
of a higher authority to provide a traditional research design I can now 
see how such passivity might reflect in the subjects behaviour in this 
early cycle. I was doing research on the students; they were doing 
research for me; it was not research with people.
Paradoxically, the new found confidence in pursuing what I hoped would 
be a more collaborative and emergent form of inquiry led to my behaving 
in a manner that K V admitted on the 16th December, 1986 as being 
"uncompromising” and viewed the research as "Pete Ridge's research 
rather than a collaborative process". It was evident that most of the 
decision making was emanating from me. J G supported the shifts but it 
caused frustration and confusion to others. It turned out to be an 
extended pilot; an experiential rehearsal or pre-search for the "real 
thing" in the years to follow. And on reflection, it was a unilateral, 
self-centred act. Data would have to come later. I wanted to carry out 
postgraduate research into experiential inquiry and the FEU project 
provided opportunities to begin this process and leârn as I lived 
through the vicissitudes. The desires of the former took precedence over 
the needs of the latter.
[v3 The determination and belief in the worth of exercising the new 
found methodology is reflected in the enthusiasm with which I begin the 
next phase. I was pleased that I would be working alone without the 
kinds of difficulties we experienced in the first phase. I also dropped 
any intentions to use quantitative analysis. In turning away from a - 
quasi-experimental design toward a more interpretivist one, I would need
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to build up some claims to validity in the new way of working. I began 
to get better acquainted with these as the researched progressed.
[vi] Table 6.3 Parallel Inquiries - Analysis of Phase 1
I. Humanise the craft curriculum.
II. Develop my facilitation practice.
III. Undertake personal development.
IV. My progression as a researcher per se.
V. My development as a facilitator of students'
experiential inquiries (Heron, 1981a).
VI. My development as a facilitator of students'
experiential inquiries (co-operative 
experiential assignment).
VII. My development as a researcher of students
experiences of experiential research 
methodology (Heron, 1981a).
VIII. My development as a researcher of their
experiences of the co-operative experiential 
assignment.
IX. My experience as a co-researcher engaged in
experiential inquiries (Heron, 1981a).
X. My experience as a co-researcher engaged in
co-operative experiential assignments.
XI. My development in the role of assessing and grading
students' experiential inquiry work.
I
YES
II
Tacit but not 
supported in data
III
Tacit but not 
supported in data
IV
Not competent
- inexperience and 
lack of knowledge
- poor negotiation
and research management 
skills
V VI VII VIII
Rating = 2/10 N/ft - not in Rating = 3/10 N/A—  not in
existence Poor record keeping 
Insufficient data
existence
IX X XI
Zero N/A - not in 1 
existence
N/A
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6.4 MAKI If G SENSE OF PHASE 2,
[i] The aims in this phase were to use group work exercises and 
strategies to develop personal effectiveness and then conduct co­
operative inquiry at a stage when groups were willing and able to carry 
it out. I have only reported 2 case studies from this period; the 
experiential projects with hairdressers and electronic operatives. This 
phase, in fact, is characterised by continuous experiential learning in 
action. My role here is one of facilitator of the trainees' personal, 
experiential learning, received by the trainees in the following 
illustrative ways:
P R (researcher) Vhat do you get out of the lesson?
A d People get... well you talk about yourself and you
get...you feel better afterwards don't you because 
you’ve got it all out of the open or whatever and you 
know that you're not the only one with problems and 
other people have got problems as well...and you learn.
S M I think also what helps is having someone like yourself
instead of talking to someone your own age group all 
the time...someone who will listen to you 
it's nice to discuss things with an adult. You make us 
look at things in a different way if you see what I 
mean?
A d Cos not many adults listen do they...I think you learn
a lot about yourself as well, things you don't think 
about that you suggest in this lesson...and then you
think well Yea! it's true.
T c It's you that sparks off certain things in our
imagination ...you that makes us think, you suggest 
things and we sort of think well yea maybe he's right". 
(Tape recording transcription. YTS Hairdressing 
group. 1986 - 1987).
MU
P R (researcher) Vhat have you learned by being in the lesson. Vhat have 
you got out of it?
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Assurance...to whatever's going on around you... a lot 
of that...like if someone came in with a problem it 
would all be talked out know what I mean like Kev and 
his bloody Amanda and all that..,It's hard to put into 
words what we learn...
How would you like to show what you've got out of the 
lesson if there was no such thing as language?
I would say that you know when Mr X called Dave and 
Colin troublemakers.. .
Yeah?
What I've learned in this lesson is that calling them 
troublemakers is calling us all trouble makers cos 
we're a group.
So you feel now that you're part of a group?
Yeah.
So what does that do for you?
Gives us a bad reputation (laughter).
If you can't stand up for yourself...I never used to 
moan or anything but in the last few weeks I've sort of 
got up a bit more of a temper and I've been having a go 
at the other workers cos I'm not enjoying it there. I 
think it's something to do with this lesson. If I 
didn't I'd be sort of trying to say it but I couldn't.
You feel you can express your feelings now whereas 
before you couldn't?
A bit more independent... stand up on your own two feet.
It's helping me to get on with people a lot better like 
before we came here we were wandering off on our own 
ways...nobody was with each other; Then after a couple 
of lessons in here, instead of one going one way and 
the other going the other, we got together. We're all 
sort of joined into one person.
Hone of this you can put on paper but you know it's 
there.
Have you ever watched transformers right...little 
transformers and there's 7 of them and they're joined 
together to make a big transformer. That's what we are 
and they're called...Constructercons. We're a set of 
Constructercons.
P r  Are you all the same like robots, think the same, feel
the same. . .
T e  Ve don't all think the same but if we have an argument
we can usually sort it out. (Tape recording 
transcription. YTS Vehicle Body Repair group. 1986 - 
1987).
[ü] Additional evidence is provided in a typical record of work for one 
of 10 or so groups I taught between 1987 -1988. Hair 1 consisted of 10 
young women and 1 young man in the group.
SCHEME QF VQRK.
Veek 1 lame games, introductions, pair interviews - "the
happiest day of my life. Previous experience of 
personal learning discussed.
Week 2 Group in London fashion show
Week 3 Three early arrivers set up circle of chairs. Young
woman joined. Discussion about Programme Review Team
 suggestion to appoint a spokesperson. Rounds
of positive 1st impressions. One member in distress 
....consensus that the group is working well. . .jokes 
from members of the group. Member in distress 
returns and is "listened to" by facilitator.
Week 4 Ground rules discussed....try to trust yourself
to stay in the group if level of trust is high, 
general opening discussion about values and belief
systems. Games "Who's who" and "Fruit Cocktail".
Feedback. Faciltator suggested ways of handling 
conflict with another area of their course. The 
group is tightly knit, energetic and creative.
Week 5 Member initiated opening round. Trust exercises.
Monitoring time Truth chair exercise taken up.
Telephone skills discussed but not role played.
Week 6 Mew young woman started. Adjectives preceding names
game. Physical contact suggested by
leader...reactions shared in group discussion. A
group member facilitated a relaxation exercise/
guided imagery....abandoned because of giggling.
Self and peer assessment procedures implemented. 
Conflict beginning to emerge and discussed openly.
 possible reasons discussed. Lecturette on
group processes and hidden agendas. A group member 
initiated "lighter" discussion. "Airplane " to 
finish.
Week 7 Depressed and tense atmosphere.... members sitting
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behind desks. Group process questionnaire completed
 followed by Training Seeds Awareness exercise.
Member suggested a general discussion.... facilitator
suggested "What's on top" Unfinished business.
Conflict developed and hurts discharged (work and
college based).....coaching ineffective feedback,
group processes and learnings shared. Round of 
appreciations.
Week 8 High energy levels.... played "Knees" and non verbal
exercise "Yes". Unfinished business discussed. 
Results of survey handed out and compiled.
Discussion re; sex education followed. Trust games.
....continued personal sharing on a high level.
Week 9 High energy levels facilitator feeling low and
attended to and counselled within the group. Highly 
personal information exchanged by members.
Week 10 Facilitator absent...... on a course
Week 11 ' Group absent........ hairdressing exhibition
Week 12 (Jan 1988) Rehearsals for forthcoming fashion show. Trainees
brought in music and equipment. Are self directing
in this activity. They are meeting outside of 
college to develop this activity.
Week 13 Rehearsals cont.....in the hall.
Week 14 Accompanied by B S (730 teacher training course).
Facilitated a conflict situation in the group.
B S wrote up an evaluation of this session. Helped 
members own their thoughts and feelings.... say 
I....you can't or you won't!
Week 15 Discussed relationships at work; bereavement and
deepfeelings. Some members unhappy about some 
aspects of college experience.
Week 16 Group process work to start. Who would you like to
work with on a project; on a desert island
(suggested by a group member) who do you know.
most/Ieast. Talked through Stanford's grouping 
exercise. ... which group would we choose.
Played wink murder,... developed by members of the 
group/variations invented. One member feeling 
left out. Dance routine continued. Played "Cars".
Week 17 Only 6 in; show was yesterday. Members facilitated
games and quizzes. One word each stories. Discussion 
about leaving home. Suggested relating the lesson
more to hairdressing not taken up. Played
"Scissors".
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Week 18 A whole range of issues emerged from a busy and
fluent lesson current work, changing jobs,
attitudes to employers, college work, love, death,
etc maybe the February Blues! A member
facilitated "one person to talk at a time". Self 
employment was covered as were negative attitudes 
from others re: YTS. Used some co-counselling 
strategies.... good and appropriate timing. A feeling 
that the group is reaching a plateau. ... some sort 
of productivity needed?
Week 19 Facilitator absent. Mr W helped group
construct a survey re: customer needs in locality
Week 20 Course evaluation.sheets completed in the light of
negative reports from Training Agency. Very 
supportive andcaring. Did a Self and Peer 
Assessment.... a sense of validation and satisfaction 
of a job well donewith this group.
Week 21 Guided fantasy - from Burnard. Mot well received
but 3 rooms one was better received....although 
painful for one. Played "Guess who" and "Make me
laugh" group sentence fantasy. Issues of
sexuality raised.
Week 22 Hairdressing hazards and Health and Safety. Trainees
organised tea and coffee. Gender roles and 
relationships with parents discussed. SPA not taken 
up.
Week 23 Facilitator absent. B M did communication
skills exercise.
Week 24 Discussion about "bodies" - attitudes to our own and
others. Line sculpt re: height. Members feeling 
dopey, irritable. There is a lack of direction.
Tried to do some planning and structuring, "what 
are we doing here and what are are our needs?"
Week 25 Joined with another group and not happy about it.
Some negative and mischievous moods. Course tutor 
has requested a survey in the college. Tried to 
facilitate the organisation and planning of a 
college survey - between the two groups. Mot much 
interest being shown. One member commenting on 
growing impatience, "You're getting annoyed with us 
because Mr X wants us to do the project; we don't 
want to do it and neither do you". Another said, 
"This lessons about knowing ourselves better, not 
not doing surveys for the 2nd years". An uneven and 
disinterested lesson.
Week 26 3 missing. Sat outside. Discussed the fragmentation
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taking place in this group. Members are leaving. 
Discussed competition and back biting. One member
shared a traumatic incident home life problem.
DHSS problems examined. Mot willing to go to 
Student Services, "I don't want to open it out any 
further; the next thing will be social services 
getting involved". "Yea, I've had all that" replied 
another. There is a sense of people noticing others 
faults more now, members leaving and becoming 
disenchanted with the pay and some of the
conditions "the novelty of the group is wearing
off". Important not to let the grievances fester!
Week 27 Poor attendance at start. Discussed PRT's and their
training generally. Structured some of the lesson 
feeling that the lack of direction was not 
constructive. The class representative commented 
that he had been aware of using "I" statements at 
Training Agency and differed from other 
representative styles......recalling the aims of
Personal Effectiveness.
Week 28 Group did not turn up.
Week 29 Only 4 in. Only 6 left on the course. Low morale.
Self and peer assessment. Some of the problems 
that cropped up with Graphics.. One member 
particularly helpful in facilitating the process.
Week 30 All in...those who are left on the course. Did
"Imaginary leaving presents" - material and personal
gifts given worked well. Some members wanted to
go out in the minibus - but had to make do with 
Pete' Magic Bus. We assembled chairs appropriately 
and with an inadequate relaxation exercise imagined
visiting places of our choices, . .. Mew Zealand....
friends/boy friends houses..... exotic places. This 
enabled some cathartic work and atmosphere in the 
group changed to a more intense one. Then we 
envisaged an imaginary reunion in 5 years time: what 
would we be doing, who would we be with etc Finished 
with "Time Capsule" and oral goodbyes. My leaving 
present among other more personal things was 
determination. The success of Personal Studies has 
a lot to do with the quality (motivation, maturity, 
level of skills, number of persons) of the group - 
in this case the quality has been high.
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WHY DIDB'T ALL THIS EXPERIENTIAL LEARKIKG DEVELOP 
IKTQ EXPERIENTIAL RESEARCH?
[i] With, so much personal learning produced in phase 2, why were there 
not more experiential research projects completed and why did the few 
that were attempted "fizzle out" after stage 1?
Cii] I think the most important reason for my not conducting more 
inquiries during this period of high experiential learning activity, was 
my belief that the committment and skill required of undertaking 
systematic research would be too much to ask from all but the most 
cohesive and enthusiastic groups. Such sophisticated "learning in 
action" was a radical departure from their 11 years experience of school 
in which, according to one commentator (in MSC, Focus on Trist, 1986):
"nearly all that time somebody (a teacher) is telling them answers to 
questions they don't care about" (p. 5). Members of my groups often 
suggested that they found it a novel and, I suspect, a challenging 
experience to make decisions regarding the direction of their own 
learning.
Formal, traditional teaching blunts the experiential edge which is a
pre-requisite for co-operative inquiry or any action research in fact.
As Shaftel and Shaftel (1967) comment:
Children who have experienced only pre-planned learning 
situations with pre-determined outcomes do not develop the 
zest for exploration nor do they usually acquire extensive 
problem solving skills. Such skills are not learned through 
routine lessons in problem solving but must be learned in 
. problem situations that have meaning and importance to them. 
Only then as they face the problems they sincerely want to 
. . solve can teachers help them, gradually, to acquire the 
specific skills of the process, (p. 45)
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We grow as human beings if we know how to find out where we are,
understand what we want for ourselves in the future, and take action to
get there. If we continue to rely on the direction and authority of 
others we remain as life's observers rather than as life's participants.
[iii] Other factors we should take into consideration when considering 
the fewness of inquiries were :
[a] The students were attending college, for the most part,
involuntarily; a part of their YTS allowance would be docked for any
untoward absences. This would tend to discourage full consent and
involvement in such an enterprise.
Cb] There was no exam or nationally accredited certificate in my subject
area so the motivation to get involved in the sessions in the first
place and inquiries in particular, would need to be intrinsic. I
suspected that the students would not be as keen to get involved in
a lengthy self-inquiry process under these conditions unless there
was a more obvious "pay off".
[c] They attended my lessons for only 1 - 1% hours per week and attended
college for only 2 days a week.
[ d] A lack of confidence and competence on my part to "sell" the value
of experiential inquiry as a useful and worthwhile activity.
[e] They received a vocational education and training from other
teachers whose attitudes are summed up by Wilcox (1986) in her
evaluation of the Phase 1, FEU project:
Many FE staff, particularly those who have been accustomed" 
to teaching the vocational aspects of traditional FE 
courses, found the concept of negotiating with traineess 
quite foreign. They have always decided what students needed 
to know and how they should be taught. (p. 10*)
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This view is corroborated by the FEU interim evaluation of the 
“KainFrame" project (FEU, 1988) which is an attempt by three 
collaborating LEAs - Bedfordshire, Haringey and Sheffield - to deliver a 
quality YTS programme based on modular training. It emphasised the 
difficulty trainees have with participative learning and self-directed 
projects:
Heither workplace learning nor off the job training was 
characterised by participative learning...many trainees felt 
neglected or needing direction and control with self- 
directed projects [my italics]... some feedback from 
employers and supervisors suggested that YTS in general (not 
specific to MainFrame) was too ambitious in expecting young 
people to make a rapid transition from the kind of teaching 
and learning they experienced at school to the participative 
kind that the Training Agency encourages, (p. 10)
Given these factors and the unsympathetic political climate in which
these classes took place, it does seem, on reflection, that the attempt
to carry out full-blown co-operative experiential inquiry with these
persons would have been a considerable achievement.
[iv] I am suggesting then that few young people entering FE are 
currently equipped with the abilities and competences associated with 
self-directed learning. My Personal Effectiveness programme aimed to 
provide some of these skills in readiness for co-operative inquiry, 
whose dialectical method would nourish additional personal effectiveness 
as we actively live the learning, generating, not only, propositional. 
and experiential knowledge about a specific area of the curriculum but 
also develop personal and interpersonal skills as well. Put another way, 
I believed that in doing experiential research with the trainees, we - 
would simultaneously develop our personal effectiveness. Such a process
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would be likely to take the following form. I have presented it here 
sequentially but in reality there would be movement between the stages:
Table 6.4 Relating Personal Effectiveness to Experiential Research.
Personal Effectiveness within a group setting; 
they learn the skills of group work - become 
more self-confident, self-aware and possess 
effective interpersonal skills.
Experiential inquiry; they learn how to work the 
procedures and carry out inquiries.
Experiential inquiry on areas related to our 
mutual concerns and needs.
Personal Effectiveness; become more self­
directing.
Co-operative inquiry and personal effectiveness 
in our everyday lives.
tv] The evidence suggests that STAGE 1 was effected, with the trainees 
generally responding enthusiastically to open-ended, spontaneous and 
personal discussions. Some attempt to implement STAGE 2 can be detected 
in the evidence but it was not carried through confidently and 
competently. This effectively "put the brakes on" progressing through 
the other stages. Ve carried out "first rung" inquiries together but the 
trainees showed little interest or aptitude to climb further up the 
ladder and undertake systematic, self-directing research.
When I worked with the hairdressers and electronic operatives we began 
to ask the "right" kinds of questions that set us off on the road toward 
collaborative inquiry. And we took some important first steps in mapping
STAGE 1
I Facilitate
STAGE 2
I Teach
STAGE 3
Ve Do
STAGE 4
Ve Learn
STAGE 5
Ve Live/Learn
out some phenomenal categories and in building hypotheses. What did not 
happen was that our ideas were systematically tested out and monitored 
in experience. Reflecting on our personal experiences in different areas 
of life and examining the group process were always regular features of 
the lessons in both these groups but not for a duration and with the 
purpose and critical attention required of a research project. When I 
suggested doing research into a relevant area of our experience, A D, 
one of the hairdressers, said:
"Isn't that what we're doing already but not in depth".
What I perceived her as meaning here was that research into gender would 
be a more prolonged and detailed affair than discussion. We were not 
able to make definitive statements about what it was like being a young 
woman/man in to-day's society. There was not the sustained committment 
to take the inquiry into our daily lives, gather and record data in a 
diary or log and analyse it, alone and with others, for meaning and 
synthesis. Research requires a mental change of gear; a switch of 
attention and a change of attitude from only experiencing, or thinking 
or planning to combining all 3. As I have said before it is a hard 
earned "coming to know"; a balancing act of a very skilled kind despite 
suggestions that:
it is simply C my italics] a way of learning from individual 
and shared experience (Heron, in Boud, 1985; p. 128) and 
closing the gap between research and real life (Heron,
1981a, p. 10) and taking an idea to the test of your own 
experience and action in order to eliminate error in the 
idea. (1982a, p. 13)
Experiential learning of the spontaneous and informal kind that seemed
to work best with these groups lasted seconds, maybe minutes. In order
to make any claims to be doing experiential research, I believed that
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our committment to inquiry would need to be taken into our daily lives 
and monitored over hours and weeks with the added dimensions of noticing 
ourselves and others in "in the midst of experience" (Boud and Walker,
1991) if we were to be a full players in the event. Experiential 
learning provided the necessary release valve to let off steam and enjoy 
the intimacy and respect of friends; research would be a heavier and 
more heady process.
Cvi] Table 6.5 Parallel Inquiries - Analysis of Phase 2
!• Humanise the craft curriculum.
II. Develop my facilitation practice.
Ill* Undertake personal development.
IV* My progression as a researcher per se.
V* My development as a facilitator of students'
experiential inquiries (Heron, 1981a).
VI* My development as a facilitator of students'
experiential inquiries (co-operative 
experiential assignment).
VII. My development as a researcher of students
experiences of experiential research 
methodology (Heron, 1981a).
VIII. My development as a researcher of their
experiences of the co-operative experiential 
assignment.
IX. My experience as a co-researcher engaged in
experiential inquiries (Heron, 1981a).
X. My experience as a co-researcher engaged in
co-operative experiential assignments.
XI My development in the role of assessing and grading
students' work.
I II III IV
YES Attendance at short Short courses More effective
courses at Surrey at Surrey, record keeping
University No on going Wide reading
Extensive reading counselling and 
group support 
however
Poor relationships 
with key administrators 
Good "observant particip 
skills (Torbert, 1991)
V VI VII VIII
Rating = 5/10 N/A - not in Rating = 5/10 N/A - not in
existence Good record keeping 
See IV above
existence
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IX
Weak
X
N/A - not in 
existence
XI
N/A
6 . 6 MAKIIG SENSE QF PHASES
Ci] Conducting experiential inquiry, as has been highlighted in the case 
studies, was more successfully achieved in Phase 3. Consulting section 
6.5 (iv) above we find the research taking off at STAGE 2. In this phase 
however, the progression looked something like this:
Table 6.6 Relating Personal Effectiveness to Experiential Research
STAGE 1
I Facilitate
STAGE 2
I Teach
STAGE 3
Ve Do
STAGE 4
Ve Learn
STAGE 5
Ve Live/Learn
Getting acquainted and relationship building 
exercises.
Experiential inquiry; they learn how to work the 
procedures and carry out inquiries.
Experiential inquiry on areas related to our 
mutual concerns and needs as well as the 
requirements of BTEC.
Personal and Interpersonal skills; become more 
self-directing; develop subject knowledge and 
learning skills C Common Skills].
Experiential inquiry and personal effectiveness 
in our everyday lives
I facilitated some relationship building and "forming" activities on ' 
first meeting the groups but not in the detail suggested in Phase 2. Ve
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began inquiries much quicker and I was much surer on my feet this time 
around. All stages, except maybe the last, are accountable in the data.
Cii] A number of factors contributed to these longer and more engaging 
projects such as improved facilitation skills on my part and a clearer 
understanding of the experiential research methodology. A conducive team 
environment and a more explicitly stated student-centred curriculum on 
the part of BTEC were also key factors.
[ni] I shall draw together the strands of my commentary to date into 
a simple diagram CFigure 6.2], illustrating the elements that helped the 
progress of this research and those factors that hindered it.
Figure 6.2 Helping and Hindering Factors - Experiential Inquiry
HELP I ICG FACTORS
EXPERIMENTAL 4 EXPERIENTIAL
PHASE 1
Reading "Human Inquiry" 
Initial management support,
PHASE 2
Participation at Bath and 
Surrey co-operative inquiries 
Growing experience and 
confidence in facilitation 
skills
Interpersonal training 
courses at Surrey University,
Meetings with research supervisors 
Importance of dialogue rather than 
exposition,
PHASE 3
Approp syllabus 
Supportive working 
environment and 
colleagues
Increased confidence 
and experience in • 
research and 
facilitation skills 
Ensure inquiries are 
personally relevant, 
enjoyable, "don't drag 
on too long", and - 
manageable, 
at Surrey University 
too much writing and
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HlffDERIITG FACTORS
EXPERIMENTAL 4
PHASE 1
Timetabling problems
Ensuing lack of management suppport
Inappropriate research design,
Language and complexity
of text of experiential research,
4
PHASE 2
4 EXPERIENTIAL
PHASE 3
Study guide/booklet, 
Language
Aspects of personal mismanagement and 
assertiveness and stress,
Too content-focussed syllabus,
Hostile political environment 
and interpersonal difficulties 
with those administering the 
YTS scheme,
Language
Lack of experience of young people in the areas of self- 
directed learning and interpersonal skills,
Relative isolation vis-a-vis mainstream work,
Lack of support and critical friendship within my research 
establishment,,,and not asking for it,,,assertively! 
Changes in supervision
Inadequate time allowed in which to conduct experiential 
research,
inexperience in undertaking in-house inquiry work, Lack of
[ iv] Table 6.7 Parallel Inquiries - Analysis of Phase 3
I. Humanise the craft curriculum.
II. Develop my facilitation practice.
III. Undertake personal development.
IV. My progression as a researcher per se.
V. My development as a facilitator of students'
experiential inquiries (Heron, 1981a).
VI. My development as a facilitator of students'
experiential inquiries (co-operative 
experiential assignment).
VII. My development as a researcher of students
experiences of experiential research 
methodology (Heron, 1981a).
VIII. My development as a researcher of their
experiences of the co-operative experiential 
.assignment.
IX. ‘ ' My experience as a co-researcher engaged in
experiential inquiries (Heron, 1981a).
X. My experience as a co-researcher engaged in
co-operative experiential assignments.
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I II III IV
YES Not explicit in Occasional short Mainly concerned
data but progression course, No systematic with facilitation
demonstrated, counselling, support of inquiries; and
Began teaching RSA group, development of
Group Skills the co-operative
Confident in Other work comittments assignment
facilitation causing stress
V VI VII VIII
Rating = 8/10 6/10 5/10 see VII
More Greater attention - more
administration could have been reactions from
needed to exploring and suggestions fr
Study guide in students' views students needed
embryo and experiences
IX X XI
Adequate and Weaker than IX Strong
authentic Not the same Positive
- but never investment as
totally immersed for students, 
Didn't find the 
booklet helpful 
- in the midst of
inquiry
6.7 EXTENDED COMMENTS AND ANALYSIS QE-THB PARALLEL IBQVIRIES tJQS.
I +TI
[ i] If we refer back to the first chapter and the criteria given for 
what constitutes a humanistic curriculum, then the evidence provided in 
the thesis supports the claim that I have indeed offered a humanistic, 
student-centred curriculum wherever possible and appropriate.
Cii] Let us now look at the subject of my developing my facilitation 
practice in tandem with conducting an inquiry into the viability of 
using experiential research methodology (Heron, 1981a) with young 
people. I have suggested what constitutes effective facilitation in
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other parts of the text but I shall now pay particular attention to 
Heron’s model of facilitator styles (1977a) which puts flesh onto the 
bones of Roger's Cp. 43 earlier description. The model consists of the 
following dimensions :
Figure 6.3 Dimensions of facilitator styles (Heron, J. 1977a)
DIRECTIVE ED]
The facilitator clearly 
directs the group
or NON DIRECTIVE END! 
The facilitator
encourages group to 
make own decisions,
2, INTERPRETATIVE Ell 
The facilitator offers 
interpretation of group 
behaviour
NON - INTERPRETATIVE ENI3 
F encourages group to 
interpret own 
behaviour
3, CONFRONTING EC]
F interrupts rigid 
forms of behaviour,
NON CONFRONTING ENC3
F encourages group to 
confront itself or 
each other
4, CATHARTIC ECA3
F encourages the release 
of emotions in group
NON CATHARTIC ENCA3 
F steers group into 
less emotional areas
5, STRUCTURING ESI
F uses games, exercises 
to bring structure to group
NON STRUCTURING ENS3 
F works in a 
relatively 
unstructured way
6, DISCLOSING CD3
F shares thoughts, feeelings 
and experiences with the group
NON DISCLOSING END]
F keeps own thoughts 
feelings etc to self
So over the three phases my facilitation development has, I submit, been 
as follows:
Figure 6.4 Facilitation over the three phases
PHASE i PHASE 2 .
1, DIRECTIVE CD] 
or
NON DIRECTIVE CND3
ND-tD NDeD
2, INTERPRETATIVE CI3 Not used 4l I
NON - INTERPRETATIVE CNI3
3, CONFRONTING CC3 NC -»CeNC CeNC
NON CONFRONTING CNC3
4, CATHARTIC CCA3 NCA -iCA CAeNCA
NON CATHARTIC CNCA3
5, STRUCTURING [S3 NS NS-tS SflNS
NON STRUCTURING CNS3
6, DISCLOSING CD3 ^ D DaND
NON DISCLOSING CND3
6 8 T?YTT?¥r>FD COWMEISITS AWD ANALYSIS OF THE PARALLEL INQUIRIES - KQS.
One strand in my analysis will be to consider Reason's and Marshall s 
(1986)'perspective of good research meeting 3 sets of complementary
needs:
* my needs for personal and professional development.
* their needs as educationalists and researchers who might be interested 
in evaluating the findings and trying things out for themselves.
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* our needs as co-operative inquirers within a particular institution 
trying to work together to solve problems.
[ i] This research has been far ms - KE-SEARCH in terms of learning where 
the motivation to carry out this research came from. I am aware now that 
I began the research to achieve advanced certification as it would allow 
me the pleasure of flicking a last proverbial V-sign to those of my 
teachers who either badgered or bored me to death during my unhappy 
studies at the local grammar school C1961-1969].
My mother has reminded me a couple of years ago that she was warned by 
my primary school headteacher that, I would find it hard going at the 
grammar school as I was a borderline candidate in the 11-plus. My 
brother was in the 6th form when I arrived at the grammar school and was 
a respected sportsman and scholar...and was 6' 1" to boot. I did badly 
in the first few years of school but later made friends with the "boffs" 
and narrowly passed my 'O' levels. I had to work hard at my studies and 
was disinterested most of the time.
No attention was paid to my personal development and potential; my 
fears, fantasies, and frustrations. And the teaching staff had as much 
idea of what was going on inside my confused person as they had with the 
existential concerns of the canteen ladies. It was an exam factory and I 
was the raw material. The finished product was a pupil with 'A' levels; 
a candidate for college or university. Otherwise you were a failure. 
Rightly or wrongly that's how I perceived my "education".
Seedless to say, I failed my 'A' levels and remained in the 6th form to 
retake them whilst friends went off to college. I failed them a second 
time. lot having the remotest idea of what to do next I left school when
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I was 18% years old and embarked on a disastrous 2 year full-time HMD in 
Business Studies which I failed in the final examinations. Ky sense of 
intellectual worth was very low into my twenties and only recovered 
after my enjoying and achieving a 2:1 in Sociology when I went to Hull 
University as a mature student in 1973. There does certainly seem to be 
a pattern of my needing to achieve academic status at this time as a 
means of proving my value to the significant spectres of my past; 
teachers and clever friends notably.
Cii] My mother has suggested that my striving may also have something to 
do with proving my worth to them (as parents) and my brother. I am not 
clear to what extent this is true but my overiding memory of adolescence 
and my twenties is one of insecurity, shyness and uncertainty. A good 
deal of energy went into daydreaming, drinking and gossipping in 
predominantly male company, and, above all, avoiding relationship 
building with young women which might lead to possible rejection and 
ridicule. And somehow I recall these years as establishing ways of being 
that I imagined others might find attractive and interesting...and see 
me not as an equal but as a superior. I wanted people to come to me and 
not me to them. I cultivated and advertised my denied needs as; "the 
romantic, introspective singer/songwriter seeking sexy and adoring 
females...who make the first move"; as "little boy lost in search of. 
experiences in order to impress others with his worldliness and 
fulfillment"; as "struggling working class hero". I responded 
defensively by inventing these kinds of charades so that never again - 
would I suffer the indignity and low self-esteem that seemed so 
prevalent at the secondary school. I believe these distortions are best
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explained as fallows (Heron, 1982b; p. 1). As a child I have the
potential to love (and be loved), to understand (and be understood), to
choose (and be chosen) and these characteristics develop the healthy
personality. The healthy personality promotes positive feelings
associated with these capacities but should these capacities be blocked
during childrearing, schooling and in other ways associated with our
living in a rigid culture, then basic distress feelings are generated.
Love blocked gives way to sadness and grief; understanding blocked is
demonstratated in aspects of fear; choice restricted generates anger.
And should these distress feelings be denied or repressed into
maladaptive forms of behaviour, then these feelings become distorted.
Heron (1982a) writes:
If I am also constrained to supress these valid 
distress feelings, then I am conditioned to become
false to myself. In order to survive...I learn to deny my real
self...and erect a false and alienated self with which I 
identify. I then become addicted to projecting onto the world 
the anxiety of my denied distress, seeing the world as a 
negative, threatening place...! am stuck in the vicious 
circle, (p. 8)
My will to research then is rooted in childhood disturbances and my work 
in the area of personal development with young people must, to some 
extent, be seen as a part of an aware, holistic healing process to be 
16/17 again and live it properly this time. I have indicated the 
personal investment that has characterised this project, recycling and 
restimulating as it does the unfinished business of earlier life/work 
experiences. I began with the stated desire to generate increased 
committment to humanistic education and active learning within my 
college, and my dissertation, hopefully, is testimony to this ongoing 
objective. But I also set out with the tacit desire to help me, nurture
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me and signal to my part of the cosmos that I am worthy of recognition 
and respect and not "the dummy", I assumed, significant others thought I 
was. In focussing on the personal developmental needs of others, my 
research has necessarily involved my recognising my own blind spots, 
hidden areas and emergent potential. In particular, the work has brought 
to the surface an archaic and still unresolved need for approval and 
understanding, rooted, I have argued, in early experiences of failure 
and inadequacy. Ky dissertation acknowledges and honours these needs as 
stimulants to action. The action will be to dispense with them, when 
appropriate, to live my inquiry in freer, less addictive ways. In 
working with disaffected and often rebellious young people I have been 
unaware1y acting out my own thwarted anger and rebellion, with roots 
going back to the repressive and overly instrumental grammar school 
education and unassertive upbringing. Being aware of my own distresses 
is important for those times when I feel I'm trying too hard to get an 
inquiry going and might wisely ask myself, "Vho is this inquiry really 
for"?
The research process would have been enhanced with greater attention to 
the personal development needs that arose from my encounters with 
difficult groups; figures of authority and power within the organisation 
and my ways of dealing with them assertively. Although I attended short 
training courses in assertiveness, stress management and counselling .at 
Surrey University, I would, on reflection, have benefitted from greater 
support and increased counselling in these areas. But there just never 
never seemed to be the time or the sense of urgency!
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[ill] The research is also for me in terms of developing my career in 
education and training, towards facilitating curriculum innovation. At 
the outset of the research I was keen to "humanise" the curriculum and 
facilitate student-centred learning. I have commented on these factors 
above. Using such skills in productive inquiry work in "open" classroom 
settings, seems to provide the intellectual, creative and emotional 
sustenance I need to feel grounded and secure.
The Domestic Roles assignment provides an example of how I managed to
use a variety of strategies and techniques as a personal development
facilitator. By this I mean,_J_was able to provide opportunities for
members to be self-determining, allowing persons to clarify personal
learning or growth goals. To this extent I met the criteria of an
effective facilitator as described by Heron (1977a) as one who:
gives space for group consultation... and for the operation of 
individual autonomy...giving space for the group to surface 
its own awareness of what is going on in the group as such, 
and for individuals to generate self-insight...is not 
excessively disclosing or persistently genuine but gives space 
to members to uncover their own authenticity, (p. 38)
6.9 EXTENDED COMMENTS AID AMLYSIS OF THE PARALLEL INQUIRIES -..IQ.
U.
[1] Continuing Reason's and Marshall's (1986) argument here, this 
research is for them — RESEARCH in the sense of wanting the results of 
all my hard work received positively as an important contribution to 
research in the area of FE curriculum development and the field of co­
operative inquiry. Research, says Heron (1981a):
is a process of systematic (and not so systematic) inquiry 
that leads to knowledge stated in propositions. In social
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science research, this inquiry involves an element of 
observation of, or interaction with, persons in order to offer 
empirical evidence for the research conclusions, (p. 18)
Competent social science research would seem to me to require that:
(a) aims be clearly stated.
(b) previous research in the particular area critically analysed.
(c) methods of data collection and analysis developed that are
consistent and appropriate with the nature of the inquiry topic.
(d) data be sufficient and be analysed against a backdrop of possible
distortion and inaccuracy; validity checks are employed.
(e) other persons who are affected by the research are not deceived, 
manipulated or demeaned along the way - the research is in fact 
ethical and "up front".
(f) results produce a novel and positive contribution to understanding 
human relations better.
(g) the researcher recognises the mutuality of personal stance and 
propositional knowledge; how his or her presence as a researcher 
affects what counts as data.
In fact this area - RE-SEAECH - will be receiving the greatest amount of 
attention in this thesis, at the expense, I will argue, of the other two 
(ME- SEARCH and ¥E-SEARCH). My thesis has demonstrated positive 
adherence to these competences except for some earlier indiscretions in 
Phase 1 regarding the diagnostic procedures during the FEU project and 
some possible manipulations during the hairdressers project.
[ii] One of the aims I flagged up at the beginning of this chapter was 
to summarise the findings of the case studies to identify what kinds of 
research knowledge resulted from all this systematic inquiring. Another
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would be to comment on whether the stages of the aspiring experiential 
research projects lasted seconds, minutes, hours or days. My supervisor 
at the time suggested that this would constitute useful knowledge to the 
research community wishing to know more about what it was like to do 
research in this sort of setting. The stages referred to below provide a 
shorthand description of the experiential research process as I have 
adapted them from an earlier section (see section 4.5). I shall now 
present diagrammatically the case study examples in terms of the 
duration with which the stages were maintained [ seconds, minutes, hours, 
days etc]; whether the activity might be regarded as "research" or not 
CYES/MO] and whether the knowledge produced was:
[a] propositional (knowledge about a subject, taking the form of ideas, 
propositions and theories but may also involve stories, pictures, 
tape recordings and other ways of giving voice to aspects of 
experience which cannot be presented in propositional text alone}.
I b] practical (knowledge how to make decisions; manage time; handle 
conflict, write reports, handle the research procedures, make 
presentations etc) and/or
[c] experiential (knowledge by direct and sustained encounter with 
persons, places or things).
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Table 6.8 Duration and type of knowledge produced in case studies.
CASE STUDY STAGE 1 
proposition 
Baking; problem 
setting,
STAGE 2 
- taking away 
and testing 
out in one's 
life or work,
STAGE 3
,,,with increased 
awareness,,,,, 
experiential 
encounter,
STAGE 4 
making sense 
concluding, 
reporting 
findings,
, STQCKHANDLERS 
[1986]
N/A N/A N/A N/A N/A N/A N/A N/A
2, HAIRDRESSERS 
[19873
YES
PROP
EXP
PRAC
N/A N/A N/A N/A N/A N/A
3, DEX 1 
[19883
YES YES
KINS PROP SECS
/MINS
EXP N/A N/A
;, YTS [CONFIDENCE] 
[19893
YES YES YES
KINS PROP
EXP
PRAC
SECS PRAC
EXP
SECS
MINS
EXP
5, YTS [DOMESTIC ROLES! 
[19903
YES
6, YTS [DISCIPLINE] 
[19903
HOURS PROP
EXP
PRAC
YES
KINS
/HOURS
PROP
EXP
YES YES
HOURS
/DAYS
EXP
PRAC
PROP
MINS
/HOURS
EXP
YES YES
/DAYS
EXP
PRAC
PROP
MINS
/HOURS
EXP
HOURS N/A
YES
HOURS PROP 
EXP 
PRAC
YES
HOURS PROP 
EXP 
PRAC
YES
HOURS PROP 
EXP
7, B TEC [AIDS] 
AVARNESS3 [19903
YES YES YES
MINS PROP EXP
PRAC
PROP
MINS EXP
PRAC
PROP
YES
HOURS PROP 
EXP 
PRAC
8, BTEC [CULTURAL 
AWARNESS3 [19903
YES YES YES
PROP
EXP
KINS
/HOURS
EXP
PRAC
PROP
MINS EXP
PRAC
PROP
YES
HOURS PROP 
EXP 
PRAC
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CASE STUDY
- <--
STAGE 1 
- proposition 
Baking; problem 
setting,
STAGE 2 
- taking away 
and testing 
out in real 
life,
STAGE 3
,,,with increased 
awareness,,,,, 
experiential 
encounter,
STAGE 4 
making sense 
concluding, 
reporting 
findings,
9, BTEC [ALCOHOL] YES YES YES YES
[19903
HOURS PROP HOURS EXP MINS EXP HOURS PROP
EXP /DAYS PRAC /HOURS EXP
10, BTEC [DEPENDENCY YES YES YES YES
AND FITNESS - A3
[19913 HOURS PROP HOURS EXP MINS EXP HOURS EXP
EXP /DAYS PRAC PRAC PRAC
PRAC PROP PROP PROP
11,BTEC [DEPENDENCY YES YES YES YES
AND FITNESS - B3
[19913 HOURS PROP HOURS EXP MINS EXP HOURS PROP
EXP DAYS PRAC /HOURS PRAC EXP
1 PRAC PROP PROP PRAC
[ill] In terms of originality and the distinct contribution to the field 
of knowledge, the data presented offers a useful contrast to existing 
studies of experiential research. As far as I am able to ascertain from 
my correspondence and conversations with authorities in the field such 
as John Heron and David Boud, this attempt at prolonged experiential 
research with this type of group remains a "first" of its kind. And if 
we examine the empirical research carried out in thè new paradigm as 
discussed in Human Inquiry 1 (JReason and Eowan, 1981) and 11 (Season, ■ 
1988) this view is confirmed. I shall now compare the findings and 
conclusions of my work with the best known documented examples; namely, 
the co operative inquiries into Co- Counselling (Heron and Reason, 1981 
and 1982); their Whole Person Medicine inquiry (1985 cited in Reason,
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ed, 1988)) and John Heron's Co-operative Inquiry into Altered States of
Table 6.9. Comparisons - experiential research with adults and young 
people
BEST OOVff EXAMPLES THIS RESEARCH
1. Age of initiating 
researcher(s)
2. Age of co-researchers
3. Backgrounds - social 
of co- class 
researchers - education
work
4. Gender
5. Interest/moti vati on 
for this kind of 
research
6. Personal/interpersonal 
skills competence 
especially listening 
and the "conscious 
use of the self" 
(Heron, 1975)
35 +
Mean age - 30 
Professional, middle 
Post graduate
Doctors, teachers, 
independent consultants 
and counsellors
Co-counselling - balance 
of the sexes 
Whole Person Medical - 
imbalance of the sexes in 
favour of men
Altered States - imbalance 
in favour of women
High with particular 
interest in humanistic 
pyschology, experiential 
learning and personal 
growth
Advanced
35+
Mean age - 16
Working - 
lower middle 
Low GCSE - 
middle range 
GCSE
Students and 
part time 
evening and 
Saturday job
- cashout 
workers; 
nursing home 
assistant
Phase 1 - 
in balance 
Phases 2 and 3
- imbalance in 
favour of 
young women
Low - medium. 
Particular 
interest in 
lively
discussion - 
dislike of 
"too much 
writing
For the most 
part naive 
and unskilled
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Reflecting on 
experiences and 
making sense 
(analysing data; 
conceptualisation; 
producing maps and 
models
Voluntary/involuntary
participation
9. Documented examples of 
completed inquiries
10. Duration of inquiries
11. Regular encounter 
group and co­
counselling sessions 
to manage distress •
Mostly advanced 
but with some adults 
finding it upsetting 
if they consider themselves 
inarticulate and incompetent 
conceptually (Reason ed, 
1988; p. 36)
Voluntary 
through 
advertising
Maive
As well as Heron and 
Reason, see P J Hawkins 
(1986); Robertson (1987) 
and Traylen (in preparation) 
- theses information 
from Bath University.
Co-Counselling - initial 3 
hour briefing; 3 x 2  day 
workshops with 3 week 
interludes between. Overall 
3 months.
Whole Person Medical - 6 
cycles of inquiry made up 
of a 2 day workshop for 
thinking and planning; 6 
weeks of application on the 
job in the surgery; ending 
with a 4 day workshop for 
processing the experience 
and final discussion.
Altered States - 5 day residential
Obligatory
participation
in "task"
oriented
experiential
learning
lessons;
voluntary
participation
in "deeper"
self-awareness
and personal
growth work
Mo other of 
this kind
Mostly 4 - 8  
weeks, 
comprising 
weekly 1 - lté 
hour classroom 
activity + 
1 - 2  hours 
self-directed 
work outside
YES MO
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12. Cycling and recycling Whole Person Medical -
6 cycles of
When finally
focussed on 
researchaction and reflection
Altered States - ditto problem; 1 - 2
These observations are not at variance with my own experience of
participating in co-operative inquiry workshops at Bath and Surrey
University. I propose that the community of interest around the subject 
of experiential learning and research is unaware and, I am sad to say, 
disinterested in 16 - 19 curriculum development. I provide an 
illustrative example based on my attendance at a conference, Emerging 
Approaches to Inquiry 2} between April 14 - 17, 1988, at Grimstone 
Manor, Devon. Participants were asked beforehand whether they wanted to 
present a research paper or facilitate a workshop around their 
particular interest. I was one of 5 or 6 who wanted to make an offering.
I had no takers from the 30 - 40 persons attending. I felt hurt by their 
lack of interest in my work and I therefore joined another group as a
participant. When I returned to work on the Monday morning after the
conference, I noted in my diary the difference between the quiet,
rarefied atmosphere of the Grimstone retreat and the more frenetic
activity of the college classroom. Uevertheless, I did feel more at home 
in the latter environment with A C bemoaning the fact that vegi burgers 
give him wind; M S proudly announcing that he had won £18 on the Grand 
Rational and A P had finally got his car on the road. A C had also had 
some wins on, what others called, the "fruities" which referred to the 
fruit machines in the shopping arcade in town. M S pestered me to sign a 
student card he was attempting to forge. I resisted and he sulked. 
Someone then suggested a game so I asked them to pick one out from the 
Gamesters handbook (Grandes, 1982). One of the trainees was reading one
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of the tasks and asked, mispronouncingly, what "criterra" meant. I 
pronounced it correctly for him and explained the term and reflected 
again at the different levels of awareness and ability that I had been 
working with over the space of 3 days but I couldn't help feeling that 
the college classroom was "home" and Grimstone somehow "abroad".
6.10 EXTENDED COMMEFTS AKD ANALYSIS OF THE PARALLEL lEQUIRIES-^
KQS V and VI
[i] This section deals with an analysis of my facilitation of student 
experiential inquiries beginning with the first paper free attempts to 
apply experiential research (Heron, 1981a) with YTS trainees in phases 1 
and 2 to the more formalised attempts in Phase 3 in the format of the 
co-operative experiential assignment.
Cii] An obvious contrast in the phases concerns increased levels of 
confidence, knowledge and technical skill from the earlier phase to the 
later one. I have already mentioned how helpful the training courses and 
reading matter proved to be in enabling this development. Other factors 
I have mentioned concern the motivation of the group members: YTS 
trainees had to be there whereas BTEC students attended voluntarily. 
Personal Effectiveness was not examinable and BTEC subjects were. I was 
only aware of the potential benefits of Flexible Learning and self-study 
materials in the latter parts of phase 3.
Ciii] My understanding of the six dimensions of facilitator style 
developed so that I would recognise the importance of the directive and
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authoritative interventions in guiding people safely towards greater 
independence. For some time I had equated authoritativeness with 
authoritarianism. Such was my antipathy to my over didactic and 
authoritarian schooling that I was tending to go to the other extreme of 
being laissez-faire. Rather than enabling the sharing of power within a 
safe and purposeful setting, I was tending to disempower my self in the 
hope that the group members would be responsible enough and committed 
enough to the aims of the lesson to use their decision making wisely. 
Heron's discussions about educational decision making (Heron, 1977b; and 
Heron in Mulligan and Griffin, 1992 pp. 66 - 76) offer some useful 
perspectives in examining the politics of facilitation with regard to my 
experiential inquiries. Heron (in Mulligan and Griffin; p. 66) suggests 
that the facilitator has 3 kinds of authority - cognitive, political and 
charismatic. The first refers to subject expertise that can be 
communicated effectively to learners. The second concerns the control of 
the decision making process with regard to the content and methods of 
the educational or training programme. Charismatic authority means that 
the facilitator comes across as an educated person (Heron, in Mulligan 
and Griffin, 1992):
in his or her presence, style or manner, that is, in how he or
she exercises the two previous two kinds of authority, (p. 66)
In attempting to liberate learners from the passivity of a traditional 
education, facilitators need to initiate (p. 68) learners into this new 
culture. Cognitive authority can be utilised in different ways - not 
only with regard to what is facilitated but how knowledge, values, 
skills and the like are passed on as well. Open learning and self-study 
materials can be used along with the full range of experiential
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activities such as games, simulations and structured exercises.
Projects, work experience placements and problem oriented learning are 
also helpful. The teacher advises and consults rather than "chalks and 
talks". Political authority concerns how decision making takes place in 
learning. The educator can make decisions for the student(s)
(DIRECTION); make decisons with them (SEGOTIATIOH); or give them space 
to make decisions for themselves (DELEGATION). If we examine the 
experiential inquiries over the three phases against these decision 
making modes we arrive at tables 6.10 and 6.11. Vhat is being decided 
are the basic stages of the inquiry process as I have mapped them out in 
the study guide (see Appendix 6).
Table 6.10 Decision making modes in experiential inquiries - Phases 1 
and 2
Problem/
Issue
Research methods 
inc data gathering
Sense making 
process
Communicating
findings
Grading/
Assessment
Direction; 
Facilitator alone
Negotiation;
Facilitator/Students Case 
study 2
Delegation; 
Students alone
Table 6.11 Decision making modes in experiential inquiries - Phase 3
Problem/ 
Issue *
Research methods 
inc data gathering
Sense making 
process
Presenting
findings
Grading/
Assessment
Direction;
Facilitator alone Case study 
7, 8, 9,
10 and 11
Case study 7
•
Case 
studies 
4, 9, 10 
and 11
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Negotiation;
Facilitator/Students Case 
study 4, 
and 5
Case study 4 
5, 8, 9, 10 
and 11
Case study 4, 5, 
7, 10 and 11
Case studies 
4, 5, 8 
(partly)
Case 
studies 
5, 6, 8
Delegation; 
Students alone
Case 
study 6
Case study 6 Case study 6, 8 
and 9
All other case 
studies
Case 
study 7
i Most topic titles were in fact chosen by the BTEC course teas at a residential meeting, Students 
have not as yet been consulted about topics they would want to study, Only topic titles in case 
studies 4, 5 and 6 were negotiated or delegated,
Cii] Most experiential research activity is located in the negotiation 
decision mode but as Heron (in Mulligan and Griffin, 1992) notes; there 
are different levels of decision making as well as different types.
Table 6.12 Decision mode levels in the learning process
Level 4; Choosing a decision-mode 
to use in choosing a decision mode 
in planning
Direction
Level 3; Decision-mode to use in 
choosing a decision-mode for 
planning
Direction Negotiation Delegation
Level 2; Decision-mode used in 
planning learning activities Direction Negotiation Delegation
Level 1; Decision-mode used in 
learning activity Direction Negotiation Delegation
Level 1 refers to the immediate learning activity and this can be 
planned for the students, with the students or the students can be left 
to manage it on their own. I have already described how Phase 2 could be 
characterised as a period of "continuous experiential learning in 
action" with my facilitating the trainees personal development. Decision
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making was related to all 3 fields but more commonly in the direction 
and negotiation modes. Level 2 is to do with planning the learning 
process in all the 5 aspects noted in Table 6. 11. There is a level 
above this dealing with which decision mode to use when planning level
2. It is at this level that decisions are made to use experiential 
inquiry as the vehicle for the learning process. Decision making here 
has been predominantly in the direction and negotiation modes. Over the 
course of my research I have tended to offer up co-operative inquiry 
first (phases 1 and 2) in the negotiation mode (proposing; consulting 
for agreement and implementing or not implementing) and later in a 
directive way (co-operative inquiry, at some level, is non negotiable). 
Any negotiation would be about the extent to which individuals self 
disclose and not whether they systematically apply the experiential 
learning cycle or not. The message given to students in phase 3 was that 
learning through and by experience, mainly in group settings, was the 
norm. ..was expected. Level 4 is necessarily and exclusively directive; 
it is to do with my deciding what decision mode to use at level 3; in my 
case, co-operative inquiry.
The important point about all this is the paradoxical situation whereby 
I am directing students to be self-directing in the sense of keenly 
proposing that we use the lessons as a vehicle for.self and group 
discovery via co-operative inquiry. Heron (in Mulligan and Griffin,
1992) suggests being directive at level 3 is right and proper provided 
it is fully conscious and intentional and the values of the programme 
made explicit to learners before enrolling on the course. It would be 
immoral, he says, to spring the new values on students accustomed only 
to didactic teaching. At present students are informed in the course
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publicity that BTECs philosophy is a student centred one but the extent 
to which the experiential nature of my lessons is communicated to 
parents, careers officers and young people is in need of revision. They 
need to be informed about the underpinning values and methods within my 
subject area so that they can make informed decisions. Having said this, 
the gamut of possibilities for personal research within the scope of co­
operative inquiry is wide enough to accomodate the adventurous and the 
more cautious explorer. Ho one is forced into areas where they feel 
unready to enter; the ground rules that we negotiate see to that ! 
Students experience frissons more than frights. The typical progressive 
course, says Heron (1992):
is unilaterally directive at level 3, may use any of the 
decision modes at level 2, with much delegation - autonomous 
practice - at level 1. (p. 74)
I believe this reflects my practice as well; empowering at level 1;
flexible at level 2 whilst attending to level 3.
6.11 EXTENDED COMEOTS AND ANALYSIS OF THE PARALLEL IIQUIRIES -
HQS VII and .V.III.
[i3 The main way in which the evidence has been reported has been in the 
form of the case study. Its strength would be in capturing the 
multifarious elements that constitute the life cycle of an experiential 
inquiry. Case studies are reported therefore both before and after the 
introduction of the assignment mode for conducting experiential inquiry 
work. The data in the case studies was gathered partly from student 
accounts of their experiences and partly from the records of my 
observations and experiences. In reporting all the case étudies the way
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I have, I was aiming to provide a good enough picture of what is 
involved in doing research with young people in FE bearing in mind the 
difficulties involved in establishing extrinsic adequacy in naturalistic 
settings.
[ii] There are two principle types of observation, participant and non
participant observation. In the former, the researcher engages in the
very activities (s)he sets out to observe. However there is always the
danger that such participation is a pretence to get closer to the real
agenda; observing and reporting the behaviour and actions of others. A
non participant observer stands aloof from the group s(he) is observing
and expresses a desire to observe as an outsider looking in. Torbert
(1991) offers a description of the action inquirer as one who:
investigates one's own (and others') experience and of the 
interrelation among territories of experience, including the 
outside world. .. the practitioner integrates study and action, 
taking the role of an ''observing participant" and making this 
dual role public, (p. 228)
Seen along a continuum of observational types as in Figure 6.5, my
research has generally been located between PO and OP.
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Figure 6.5 Continuum of observation methods
Non participant observation CNPQ]
concerned with recording the 
actions and experiences of 
others - outsider looking in
Participant observation [PO]
engages in the activities 
s(he) is observing but the 
emphasis is on observation 
with a view to explanation
Observant participation [OP] 
(Torbert, 1991)
study and action are 
integrated and made public
CASE STUDIES 1 2 3
9
10 
1 1
Ciii] The strengths of these case studies are hopefully that they are 
useful and illuminating to a wide audience beyond the academic research 
community and provide an interesting commentary on fairly intimate 
classroom encounters. Weaknesses are to do with generalisabi1ity of the 
results and the selectivity of which observations to report.
Civ] My records of observations of experiential research in the 
classroom are extensive and were studiously maintained. As soon after 
periods of activity as possible I would record "matters of fact", key 
actions, decisions and interventions onto index cards. Students, too, 
were asked to maintain logs of their research. It was from these records 
that we would write up our reports. Vhat neither I nor the students did 
was to sift and sort these observational notes into categories of 
description and meaning. We tended to record the narrative of what
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happened in the classroom without regularly analysing the details for
emergent theory. The observation process followed the lines of : 
Figure 6.6 Reporting and recording process in this research
Z 1.Maintain diaries... to record data and be used 
to write up reports/ .
2 .
reports circulated 
for comment, self and 
peer assessment
3. 4
Draws on these reports, 
my observations; additional 
comments and interpretations 
left out of student reports
to WRITE THIS THESIS but not given to students in draft form for 
checking and final analysis,
Cv3 The vital issue here concerns the difficulty I have had in sharing 
my final report with those who have contributed so much of the data. 
Questions arise to whether the persons referred to in this dissertation 
have given permission for their data to be used in this way. Might they 
have given a different interpretation to the events; maybe enhanced its 
readability and relevance or corrected possible inaccuracies of 
reportage?
Cvi] All trainees and students were informed that I was intending to use 
aspects of our classroom work into a thesis and they assented. Some 
colleagues with whom I had difficult professional relationships have not 
been approached with this data and my interpretations. In fact, I have 
preserved anonymity for almost all persons in this dissertation.
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The main reasons for not checking my reports with students was the lapse 
of time between my writing up the reports and them being available to 
read and analyse them. I have explained how students tended to enjoy 
projects that lasted 4 - 8  weeks and then move on. To have taken the 
report of a previous inquiry back to them for validating whilst carrying 
out another project did not seem to me at the time to be useful; but in 
retrospect, it would have been preferable to not having them see them at 
all.
6.12 EXTENDED COMMENTS AffD ANALYSIS OF THE PARALLEL INQUIRIES
NOS IX and .X ,.
Ci] The extent to which this research was genuinely far us - VE-SEÂJRCH - 
where I could act as a co-researcher is the subject of this section. To 
what extent were the issues really relevant to me - a 40 year old man?
To what extent was I able to balance the need to facilitate the group as 
well as immerse myself in the research action? What stages did I find 
manageable; what stages came hard? Were these inquiries authentically 
co-operative and meaningful? How can I communicate to others the 
experience of experiencing intentional personal research with groups of 
teenagers?
[ii] All topics except maybe the Discipline Inquiry were and still are 
live and real issues to me, which, if better understood, are likely to 
make a real difference to my life and work. Because the issue of , 
authority and power have emerged as key areas of discomfort for me, even 
the Discipline Inquiry would have been a beneficial investment of time
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and effort. All inquiries engaged me and provided new learnings about 
not only the subject matter but how inquiry groups operate; how I 
interact with different individuals; the difficulty in managing to 
notice my own experience, note learnings down as well as notice and 
record others' experiences as well. And all this to be managed alongside 
a busy 21 hour classroom contact timetable. Although I say more about 
the balance of facilitation and participation later on in the text when 
I discuss Dynamic Concept Analysis, it was the case that any prolonged 
personal engagement with the topic was carried out with one eye on the 
group process and some signals from group members that "useful and 
relevant work" was really getting done. I felt responsibility for that. 
Learnings would probably have been more profound with adults and I would 
have been able to immerse myself in experiential encounter more cleanly 
but whether the totality of the experience would have been superior is 
doubtful. Like the youngsters I found the process of "mindfulness"
(Heron, in Reason and Rowan, 1981; p. 164 ) baffling and difficult to 
practice, mostly because I never seemed to "have the time" or the "time 
never seemed right". Heither the students nor I aware1y practised high 
quality awareness or "noticing while doing" of the order described by 
Heron (1982a; pp. 17 - 18).
Ciii] To what extent did Ve-Search the whole cycle together, meet at 
different stages of the process or become alienated from each other 
during the research? Rowan's dialectical research cycle (in Reason and 
Rowan, 1981; pp. 97 — 100) focusses on the levels of collaboration or - 
alienation that co-researchers may experience in the different stages of 
a research project. The PROJECT develops as a result of t&e
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person/researcher BEIKG in some way dissatisfied with current practice 
or experience or in some way being given a problem to solve and wanting 
to find solutions. A creative process of THUTKING starts up as the 
researcher tests out ideas one against the other, building up enough 
information to provoke a need to do something with it all; to act on it 
in developing a plan. Eventually a plan is not sufficient to satisfy 
needs and EirCQUHTER with others is called for. Rowan describes this 
process in more detail, emphasing the rhythm of the cycle, EHCQUÏÏTER is 
the place for involvement, spontaneity and experiential testing. After a 
period of time the person(s) need to understand and analyse what they 
have been through; to MAKE SEMSE of it all until such time as they 
return to an outward movement of wanting to COMMUNICATE their findings 
to others. Eventually, the communicator desires to return to the field 
and operate at a more educated level knowing what he or she has learned 
as a result of the active engagement with ideas and experience. Drawing 
these processes should prove useful. If I am suggesting the research 
relationship between myself and the student group was fully 
collaborative, I shall indicate so with a solid line; if there was an 
absence of negotiation in the stages of the research, I shall draw a 
dotted line; and if somewhere in between, a dashed line. I shall attempt 
to use this model to illustrate the different qualities of relationships 
that embodied the inquiries.
So, in the project with the STQCKHANDLERS we unsuccessfully attempted to 
initiate the trainees into experiential research between BEI1TG and 
PROJECT. But there was little understanding or interest to take our 
suggestions further.
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6.13 DIALECTICAL RESEARCH KQDKT.S
Figure 6.7 Dialectical Research Cycle. Case Study 1. YTS Stockhandlers
HAIRDRESSERS 3 proved to be a more systematic and carefully prepared 
attempt to carry out collaborative research. Relationships were 
reciprocal at the BEIKG and PROJECT stages but we never progressed to 
EXPERIENTIAL ENCOUNTER and I COMMUNICATED the findings with their 
permission.
Figure 6.8 Dialectical Research Cycle. Case Study 2. YTS Hairdressers
<aCOM M UNICATION
BEING
ENCOUNTER
\
\  PROJECT
< ^ j  CO M M UNICATIO N
BEING
ENCOUNTER
PROJECT
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In the project with DEX 1 we managed to work between BEING and PROJECT.
But there was little interest in going further round the cycle.
Figure 6.9 Dialectical Research Cycle. Case Study 3. YTS Electronic 
Operatives.
< 1  COM M UNICATION
BEING
ENCOUNTER
PROJECT!
In the CORFIDEICE project with YTS CARIIG we managed a full, genuine 
collaboration between BEING and PROJECT. But moving further round the 
cycle there was more facilitation than participation on my part - best 
represented by a dashed line. This does illustrate however how much 
further I was able to take personal experiential learning with young 
people than I had been able before. There were moments when I was able 
to fully participate and encounter the research flow.
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Figure 6,10 Dialectical Research Cycle. YTS First in Caring. Case Study
4. Confidence.
< COM M UNICATIO N
BEING
ENCOUNTER
PROJECT]
And in the DOMESTIC ROLES project we managed a full, genuine 
collaboration around the cycle with my achieving greater participation 
than in the previous inquiry.
Figure 6.11 Dialectical Research Cycle. Case Study 5. YTS First in 
Caring. Domestic Roles.
BEING□
< 1 COM M UNICATIO N
ENCOUNTER
PROJECT
In the DISCIPLINE project we managed a full, genuine collaboration 
between BEI1FG and PROJECT. But moving further round the cycle there was 
little participation on my part. I facilitated student-centred, 
experiential project work.
Figure 6.12 Dialectical Research Cycle. Case Study 6. YTS First in 
Caring. Discipline.
/, !
< T  COMMUNICATION ;
BEING
iNCOUNTER
PROJECT
The AIDS inquiry proved to be an intermediate project with my 
facilitating more than participating except during the EXPERIENTIAL 
ENCOUNTERS. A dashed line interspersed with a solid line at the times of 
experiential activity seems the best way to show what happened.
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Figure 6.13 Dialectical Research Cycle. Case Study 7. BTEC Health 
Studies. Aids,
In the CULTURAL AVARERESS PROJECT we managed a partial negotiation and 
collaboration between BEING and PROJECT. But moving further round the 
cycle there was a good deal of alienation as many members held back from 
full participation. However, the research became more collaborative at 
the COMMUNICATION stage, represented here by a dashed line. This was an 
inquiry where I participated and facilitated about equally.
< 1  COMMUNICATION
e n c o u n t e r
PROJECT]
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Figure 6.14 Dialectical Research Cycle. Case Study 8. BTEC JTursery
Burses. Cultural Awareness
COM M UNICATIO N
BEING /
7 .  ’ ENCOUNTER
PROJECT
In the ALCOHOL PROJECT we managed a full, genuine collaboration between 
BEING and PROJECT. But moving further round the cycle there was more 
separateness than collaboration as we attended to our genuine but 
individual tasks.
Figure 6.15 Dialectical Research Cycle. Case Study 9. BTEC Health 
Studies. Alcohol.
<iCOM M UNICATIO N
BEING •
ENCOUNTER
PROJECT,
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Lastly, the same as above can be said for the HEALTH AHD FITNESS
assignments except that I undertook more of a facilitator role than a
participator role. I was not as fully involved in the research action as
I had been in other assignments. Group A came together at the
COMMUNICATION stage when reporting their conclusions.
Figure 6.16 Dialectical Research Cycle. Case Study 10 and n. BTEC 
Health Studies. Fitness.
[ iv3 It was WE-SEARCH \>eca.\isG we (students and teacher) all wanted to 
work as a group, discuss our problems and talk about our lives rather 
than learn abstract knowledge. We wanted fun, laughter and excitement. 
We got all three and a lot more besides; fears, tears, anger, confusion 
and the like. We wanted to work in ways which enabled freedom of 
expression and equality between persons, using approaches that brought 
personal experience to the fore. The extent to which different groups 
were willing and able to monitor and record that experience in a 
systematic written fashion varied from group to group. But the findings 
point to a Hezness and sense of community effort in almost all of the
COMMUNICATION
BEING
PROJECT
fj ENCOUNTER
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inquiry attempts I have described. Using the example of the Domestic 
Roles Inquiry again, we agreed that we wanted the. inquiry:
[a] to be practical,
Cb3 to be relevant,
Cc3 to be useful,
[d] to draw on and make use of personal experience and
[e] increase self confidence and
[f] be enjoyable
In the early stages of the inquiry, the trainees were especially keen
for the assignment to relate to their work experience and involve
practical/craft skills like painting and drawing. However, as the focus
of the project changed, the opportunity to utilise these criteria
reduced. Members of my base group were able, though, to produce some
artistic representations of the results of their surveys. And the
assignment generally was practical in the sense that it involved action
rather than speculation as well as the skills of [BTEC; July, 19863 :
design, planning, organising, and 
observâtion/control/evaluation 
of processes, (p. 9)
We all regarded our choices of subject matter as relevant and useful and
I provide evidence of the processes by which we arrived at decLsions to
continue or drop inquiries according to their relevance to our personal
and work lives. The amount of time spent in discussion illustrates the
weighting accorded to the sharing of and reflection on personal
experience. One particular member, L M, commented that she: "felt
confident now and wanted to tell people that".
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Other teachers in the course team also commented on the growing self- 
confidence and independence displayed by the YTS group members. Finally, 
regarding item (f), the general feeling was that too much time had been 
spent on decision making, "chopping and changing", "not sticking to what 
was decided the week before" and "wanting to do different things". These 
aspects left many of us feeling frustrated and bored with the stop/go 
classroom dynamic. The games I introduced such as Thigh 
Slapping/Concentration were enjoyed very much as were those times when 
we acted on the goals which we had agreed.
6.14 EXXEffP-EIL£QMErrS AflD .AMLY.SIS.-QF— THE .-PARALLEL INQUIRIE S .,- FO.
XI
[i] Phase 3 has been devoted to BTEC work which has required me to link 
inquiry with assignment setting, assessment and grading. In this section 
I shall discuss how comfortably the development of experiential inquiry 
via the co-operative inquiry assignment (Appendix 6) sits with the 
guidelines issued by BTEC. I shall then go on to discuss how the 10 
assessment criteria were derived,
Cii] The co-operative experiential assignment was developed to 
complement the curricular guidelines set by BTEC. So how valid was the. 
assignment method from the point of view of BTEC guidelines? A staff 
development manual (BTEC, 1990) provides a checklist with which teachers 
can evaluate the strengths and weaknesses of an assignment [see Appendix 
8]. All but numbers 12, 14, 15, 17 are covered by using the inquiry
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method and fulfill another major BTEC objective; the application of the
Learning Cycle [see Appendix 93.
BTEC point out the benefits of using assignments (BTEC, 1986b) to
develop learning as well as to assess:
* students are involved actively in the learning process.
* students practice their abilities in realistic situations.
* skills and knowledge from a number of disciplines can be integrated.
* students are usually more motivated.
* students develop qualities of self-reliance, self-confidence and self­
management .
* students develop skills in problem solving.
* teachers are freed from the role of "information dispenser" and 
enabled to become managers of the learning process.
Finally, BTEC makes suggestions for what makes a good assignment (BTEC,
1986b):
Most of the following characteristics should be present in
most assignments although a few will be be present only in
some :
* the aim of the assignment should be fully explained to the 
student as a brief: this is the contract between the student
and lecturer, so it must be succinct and clear;
* the time required for the assignment and the criteria by 
which the work will be assessed should be clear;
* the brief should allow students to find out and research 
information on their own;
* there should be an opportunity for students to communicate 
their ideas to others and experience other peoples reactions 
to these ideas;
* the scenario should be realistic and relevant to the 
student's present or future work;
* the assignment should be stimulating and enjoyable and 
should build the students self confidence;
* the assignment should provide an opportunity for students to 
use skills and knowledge acquired in various parts of the 
course;
* the assignment should promote the development of identified 
skills and knowledge;
* there should be an opportunity for a debriefing to enable 
students to reflect on and evaluate what they have learnt
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(p. 6).
Again, the features of the co-operative experiential assignment meet all 
the above criteria.
Ciii] Assessment criteria has been developed from the experiences of the 
trainees/students and myself as we have immersed ourselves in group- 
based inquiry work. This adds an important element of validity to the 
monitoring and assessment/grading process.
Civ] I currently use 10 assessment criteria by which to arrive at 
individual BTEC grades (see Appendix 6; p. 13). How they have been 
derived deserves some background information.
[v] During Phase 1, I tended to unilaterally assess trainees'
achievements in Personal Effectiveness lessons. Assessments were general
and subjective. They were then passed on to course tutors for recording
purposes. For example, I wrote of one trainee, T:
T has brought a lot of fun and energy to the group.
She is willing to share her views and opinions with others. 
Made clear her wish to have lively and participative 
lessons.
Sought to bridge the divide in the group.
Listens carefully.
Each individual in each of the 11 or so groups I taught received some
kind of positive character reference. Groups also assessed me:
Pete's (group leader) a good laugh.
Friendly.
Kind.
Makes the group feel relaxed.
Listens.
Understanding.
Interested in our lives.
He's one of the group and doesn't look down on others.
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[vil In Phase 2, I attempted more often than not to implement a self and
peer assessment process towards the end of the course. Group members
(including myself) assessed what we considered to be our strengths and 
weaknesses in the Personal Effectiveness lessons, report them to other 
group members, and hear constructive peer feedback to express agreement 
or disagreement or doubt. Once agreed, these assessments were then 
passed to the course tutor. Unfortunately I did not carry out this 
process with the case study group CDEX 13 because the course ended more 
abruptly than anticipated. However, an example from another course
provides a flavour:
Z C I feel I've become more open and gained a lot more
confidence in myself. I've got a good idea about what I want 
in life and in my career. I think and hope that I've got on
with everyone in the group. I've found the group easy to
talk to and to show my feelings to. I've learned the fact 
that people like me for who I am and not what I can do or 
be. One last thought is that I'm sorry I'm leaving and that 
I'll miss the group very much.
Group Feedback
Ve agree your self assessment and have found you to be 
sensitive, open, warm and possessing a positive attitude.
You have been a punctual and regular attender. Good luck at 
Brighton. Ve have all enjoyed working with you.
There are many other examples of this process in action in the 11 or so
progress reports I wrote during this period.
Cvii] The assessment process in Phase 3 has been quite variable but has
now stablised around the assessment of 10 criteria (see para iv). In the
first case study on Confidence, I unilaterally assessed the group's
achievements as Distinction grade. The criteria and language was overly
complex and included items such as:
Ability to see what is of personal significance and worthy 
of systematic inquiry.
Use of valid and reliable data gathering and observational
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strategies.
Ability to self monitor and bracket off any prejudices and 
preconceptions during the experiential encounter.
Vi1ling and able to work co-operatively with others and
exercise the skills of listening and attending etc.
Over the course of the next two assignments this YTS group arrived at
the following criteria by which to grade assignments:
INDIVIDUAL MARKING
Presentation Readable; well thought out, well explained, showing an 
understanding of whats been going on.
Handed in on time Depending on the circumstances. If no good reasons 
then 5 marks should be deducted.
Effort.
GROUP MARKING
Co operation I communicating with each other] [ compromising]. 
Contributing suggestions - not taking a back seat.
Results - producing evidence.
Realising others needs.
Learning from experience.
Carrying out plans.
Cviii] I provided what I felt were appropriate assessment/ marking 
criteria for the Aids Inquiry. They were criteria formulated by another 
inquiry group I was involved in at the time Inot reported here in the 
interests of economy}. They included 13 items such as:
Speaks clearly and honestly even if others might disagree.
Original.
New and fresh ideas.
Is willing and able to learn from personal experience and
not just from books.
Self awareness - being awake to what is happening in the
research; and,
Evidence is produced and not just opinions.
The Aids Inquiry group rejected this format and felt it was too 
detailed. They wanted a more intuitive self and peer assessment 
approach, The group commented that they had been together for a year and 
a half and knew each others work and felt they were in a good position
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to fairly assess each others work. They were reluctant to itemise the
criteria more than what is stated, below:
FAIL
REFER
PASS
MERIT
DISTIICTIOI
Mot handed in on time.
Mo attendance at group meetings.
Mo improvement if referred.
Insufficient work produced.
Minimum work produced.
Regular attendance.
Evidence of contribution.
Good detail.
Good explanation.
Own opinions.
Recognising weaknesses and strengths.
Veil planned.
Good listening skills.
Excellent attendance.
Evidence of original thoughts and actions.
I marked their reports, withholding the grade until after the self and 
peer assessment process. Ve discovered no major discrepancies between my 
grading and the self and peer assessment results.
[ix] I also marked the Cultural Awareness projects in the next case 
study. This group had very mixed opinions about self and peer
assessment. After a good deal of debate and expressions of anxiety, it
was decided that I would unilaterally mark a third of the class’s work; 
another third would conduct a self assessment procedure and the 
remainder would carry out self and peer assessment process, I joined the 
latter and we decided to assess our reports using the following 
criteria:
PASS Entered into discussions a little.
A partial understanding of what is required.
Some effort put into written work.
MERIT Made useful contributions to group discussions.
A good understanding of what was required.
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Evidence of personal learning - he or she has taken 
some risks.
DISTINCTION Excellent participation in discussion.
Very clear understandable report.
Good use of resources - books and people.
I awarded myself a Merit. Others in my group suggested it be a
Distinction because of the fullness of my report. One student changed
his mark from Distinction to Merit after hearing some negative feedback
which he accepted. Another was advised to change her grade from Pass to
Merit because of her valuable oral contributions.
After a very useful debate in this group I joined the self assessment
group whose criteria were:
Contributions to group.
Interest.
Written work and how well it was put together.
Own ideas.
Resourceful.
M H for example awarded herself a Merit +. I had marked her work as a 
Distinction but respected her decision. Others in her group assessed 
themselves with grades that were identical to the ones I had thought 
were appropriate. Again, there was little discrepancy between my marking 
and the students' assessments.
[x3 The Alcohol study group were even more anxious about assessing their 
own work, believing it to be the "teacher's job" and too threatening to 
entertain. It was agreed that my colleague (who was participating in the 
inquiry) and I would formulate the assessment criteria. However, we did 
agree to pass round our work and allow comments to be written in our 
reports on the understanding that the teachers award the final grade. My 
colleague did most of the work in producing the criteria. They tended to
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be more detailed than the students' criteria I reported earlier. For 
example:
MERIT Effort made to demonstrate personal learning,
contribute and listen but not sustained in a 
consistent manner.
Some structure but not in compliance with agreed 
structure; lacking detailed evidence.
Cxi] The last two assignments were carried out with the use of a self
study guide. And it was here that I put together the 10
assessment/marking criteria that remain to this day... awaiting revision.
6.15 P-YMMIC CQIO PJ-.MALYSIS
Ci] The biggest proportion of time spent on analysing evidence has been
devoted to my building conceptual models out of the data contained in
the case studies. This activity has occupied the final year of this 
thesis writing; arose from a suggestion by my supervisor to offer DCA as 
a lens through which to view the totality of what I had been doing. They 
will, hopefully, prove useful on 4 fronts:
(a) They will provide a visual and holistic analysis of the interaction 
of the main concepts that have characterised this research 
endeavour; or illustrate, to put it another way, "connecting themes 
in a network or pattern", as Diesing (in Reason and Rowan, 1981; p. 
185) describes his holist approach to discovery.
(b) They aim to bring together important elements of the parallel
inquiries I have discussed earlier.
(b) They can also be used to explore the validity of the evidence using
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appropriate criteria.
<c) They can be contrasted with the results.of other experiential
research ventures that have been conducted in other fields. Models 
can be superimposed on one another to examine similarities and 
differences.
(d) They are flexible enough to be adapted, revised and refined to 
account for new concepts.
Ciil Various pictorial models are currently used to convey the theory 
and practice of experiential research. Heron's "snowmen" (1981a, pp. 2 - 
5) are used to illustrate the 4 stages of the experiential research 
cycle and the kinds of knowledge co-researchers can expect to develop on 
the way. I have also used Rowan's dialectical research cycle (in Reason, 
1988; pp. 6 - 9 )  which focusses on the levels of collaboration or 
alienation that co-researchers may experience as they engage in the 
different stages of a research project (see section 6.12.)
Ciii] But as Reason has noted (1988), these dialecticalresearcb. cycles:
do not really show the development of the projects though 
their multiple cycles of action and reflection. They tend to 
show the inquiries as relatively simple, linear affairs, 
rather than as complex and at times chaotic webs of action and 
reflection, reason and emotion, individuality and collectivity 
that they really are (p. 227).
What I also attempt to show in building such conceptual "webs" is a
fuller understanding of how the major features (including validity
criteria) of an inquiry are both dependent and independent of one
another. In other words, how do the parts of an inquiry contribute to
the whole picture. Heron (in Reason, 1988; p. 44) describes a set of
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what he terms "interdependent" and "interlocking" validity procedures 
but how they relate is left unexplored. I attempt to illustrate their 
interdependence.
6.16 DYKAKIC CONCEPT. AMLYSIS - APPLYING THE METHODOLOGY
Ci] I shall attempt to reflect on the case studies by using Dynamic 
Conceptual Analysis (DCA) (Kontiainen (1989; 1991). I refer the reader 
to my methodology section for the background information on DCA. The 
information base which I construct in the next section can be used to 
describe co-operative inquiry in general as well as in case studies and 
individual learner achievement. In building these models I aim to show 
diagramatically where I have got to with regard to this kind of inquiry 
work; what aspects of the process need further refinement and how such a 
model of research/learning might fit with new educational initiatives in 
FE such as BTEC Common Skills guidelines (BTEC, 1991) and the 
development of Flexible Learning (Department of Employment, 1991; 
Tomlinson and Kilner, 1990a,b).
6.17 SPECIFYIIQ THE CQKCEPTS_.TQ BE USED IF THE ANALYSIS AFP THEN
BUILPIFG AJUKF-QFMTI Off. STRUCTURE OF THE RELATIONSHIPS BETWEEN 
ATTRIBUTES OF EACH CONCEPT.
Ci] The concepts and attributes I considered to be central in 
understanding the experiential research process in my setting are
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provided in Table 6.13 below. The concepts Fl/Cl -> F9/C9 are derived 
from some of the procedures Reason and Heron (1986; pp. 466 - 471) and 
Heron (1982a; pp. 18 - 19) have suggested as being useful as validity 
checks. I have borrowed the titles of these procedures and adapted their 
meaning more closely to the experiences I have shared with groups of 
young people. Heron's (1982a) criteria are far more detailed and 
sophisticated than those below but the latter remain an honest attempt 
to capture the essence of experiential research in action. Concepts 
F10/C10 -» F14/C14 are those concepts that have taken on an especial 
Attributes.;
1(a) Co-researchers made positive attempts to utilise the "bracketing" skill and produced evidence to 
describe the process and outcome,
Kn) Co-researchers made some attempt to practice the skill but produced little or no evidence,
Kb) Co-researchers did not try out discriminating awareness,
F2/C2 Research cycling, divergence and 2a Strong
convergence 2n Moderate
2b Weak
Concept RC refers to taking an idea several times around the cycle of action and reflection in order
to clarify and deepen the ideas being explored, This is a time for giving and receiving feedback about
the relevance and importance of the information being discovered by co-researchers,
ftUnbutea;2(a) Strong cycling means that particular case studies were characterised by a good deal of divergent 
and convergent activity to make sure that the ideas being explored were "important enough to do 
research into" and the topic aims were realistically defined and properly understood by the 
co-researchers,
2(n) This attribute denotes moderate success in clarifying and deepening the initial problem, Feedback 
sessions tend to be "half hearted" and last minutes rather than half hours,
2(b) No cycling takes place as the research group conducts the work of the inquiry without recourse to 
group feedback sessions to clarify and deepen the research problem
F3/C3 Authentic collaboration 3a Strong
3n Moderate 
3b Weak
Concept AC means that inquiries are genuinely co-operative and are voluntarily entered into, All 
members of the group are able to contribute to the planning, decision making and creative thinking 
that make up the research endeavour, There is an absence of a dominant clique driving on other more 
submissive and disinterested members,
Attributaa; . ^ lt3(a) Refers to those case studies that demonstrate most, if not all, of the characteristics mentioned
above,
3(n) Refers to those case studies that present some of the features above
3(b) The research consists of "yes men and women" who are not genuinely interested in the self- 
directing research project, They are going along with, it to please the teacher or to avoid 
confrontations with other group members, They are unwilling to play a part in the planning, 
decision making and creative thinking,
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F4/C4 Balance of action and reflection 4a Positive
4n Moderate 
4b Weak
Concept AR refers to the requirement that experiential inquiries contain a balance of thinking and 
doing so that ideas are properly tested out in experience rather than remain at an abstract, 
theoretical level ,
flULitmtei:
4(a) Group members generally demonstrate a willingness and ability to balance thinking and doing
activities in the midst of research,
4(n) Groups demonstrate some signs of reflective practice but they tend to be few, hurried and
inconclusive,
4(b) The mutual process of tempering action with analysis and planning is missing with such groups,
F5/C5 Emotional competence 5a Strong
5n Moderate 
5b Weak
Concept EC includes personal and interpersonal skills, knowledge and attitudes such as self awareness,
self disclosure, self expression, empathy, sensitivity, confrontation and co-operation (Heron, 1982a;
pp, 19 - 21),
Attributes;
5(a) Groups who are strong in this area will tend to be cohesive and interested in the content and 
methods of personal growth learning, There are noticeably higher than average levels of listening 
skills,
5(n) This attribute refers to groups who demonstrate moderate competence in the above areas,
5(b) Groups display insensitive, immature group behaviour, There is minimal listening and a 
disinterest or avoidance of addressing self-awareness and personal growth issues,
F6/C6 Accurate Recall 6a Positive
6n Moderate 
6b Negative
Concept RE is needed to present evidence from action phases clearly and coherently, It should not be 
invalidated by intellectual or emotional distortion, It can be aided by using log books as well as 
audio and video facilities, The aim is to record the important events, actions and findings that one 
encounters during the research,
Attributes;
6(a) Refers to those groups who maintained detailed and accurate records and accounts of their 
experiences and findings,
6(n) This attribute denotes some attempt being made to recall events and actions using sketchy notes 
or some other recall aid,
6(b) This denotes poor or non-existent record keeping or other aids to recall,
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F7/C7 Falsification 7a Serious 
7n Half hearted 
7b Negative
Concept F is used by those groups who have their tentative conclusions and pet theories challenged by
person(s) inside or outside the research group, This is to sake sure that they are not overrating or
underrating their findings or in any other way fooling themselves or colluding with others to
overemphasise the importance of what they are claiming,
f t t k i M e a :
7(a) This attribute refers to serious attempts to apply a falsification procedure, for example, 
devil's advocacy, as a check on the validity of the data,
7(n) This denotes a half-hearted attempt on the part of the research group to have their research 
exposed to impartial challenge,
7(b) Research findings and procedures are not challenged,
F8/C8 Management of unaware projections 8a Positive
8n Partial
8b Negative
Concept UP refers to the belief that research involving the investment of personal experience and 
reflection into a particular study area can stir up strong emotions and psychological defence 
processes that can seriously distort the research findings, These need to be identified and managed 
effectively by some means of psychological support such as co-counselling and group encounter 
sessions,
dttiibutea;
8(a) This refers to those groups who positively identified how the research was stirring them up and 
took steps to manage the process,
8(n) This attribute fits those groups who were partially aware of how they were being stirred up by 
the research and were maybe avoiding dealing with the issues,
8(b) This attribute denotes an absence of any noticable attempt to look at how unaware projections 
might be distorting the research,
F9/C9 Chaos 9a Positive
9n Moderate 
9b Negative
Concept CH, The creative process of building experiential inquiries often leads to confusion and 
extreme uncertainty as.group members encounter new ways of conducting their affairs, Groups need to be 
prepared for this confusion, tolerate it and be open to what emerges from it,
8 t . t L i b . u t a a :
9(a) Groups are characterised by a noticeable tolerance to uncertainty, ambiguity and confusion, They 
are able to stay with the chaos in order to allow novel ideas and solutions to present 
themselves,
2 8 1
9(n) Groups have a moderate tolerance to chaos before giving up,
9(b) Groups are unable to sustain periods of chaos before giving up,
F10/C10 Initiating facilitator competence 10a Advanced
lOn Intermediate 
10b Beginner
Concept FC refers to the ability of the initiating facilitator (usually the teacher) to introduce, 
organise and manage the stages of an experiential inquiry, A central skill is one of judging when to 
facilitate as "expert” experiential researcher and when to participate as ordinary member, Staying in 
the expert role will tend to insure an absorbing and enjoyable experience for young people but the 
tutor is not doing what the others do, S(he) is facilitating their inquiry, Participate too soon as
fully fledged co-researcher and the inquiry runs the risk of getting bogged down with anxiety about
the content and process of group based research, The competent facilitator of experiential research 
groups will be knowledgeable about the theory of new paradigm research and experiential research 
methodology in particular, He or she would have taken part in a number of projects as a 
member/participant and possess group facilitation skills to RSA Certificate in Group Skills level, 
This, in effect, would mean that s(he) would be able to demonstrate competence in the following areas; 
[il Establishing a balance between individual and group goals,
[iiJ Establishing a balance between outcomes and the group process,
Ciii] Using a repertoire of group leadership skills,
Eivl Identifying and using sources of power, authority and influence in leadership and role within a
group,
Cv] Managing the consequences of group dynamics,
[vil Promoting equality of opportunity within a group,
Attributes.:
10(a) The initiating facilitator is able to manage the facilitation of the inquiry as well as attend 
to his or her own personal issue within the project, There is a balance between initiation, 
facilitation and participation that provides as authentic and workable a collaboration as 
possible,
10(n) The initiating facilitator operating at an intermediate level attempts to provide a balance of 
participation and facilitation but fails in one of the areas,
10(b) The beginner facilitator fails to achieve a balance in both areas - competent facilitating and 
participating,
F U / C U  "Fit" with course aims 1 U  Strong
lln Moderate 
11b Weak
Concept FI relates to whether the inquiry content and methods fitted the curriculum of the officially 
stated course or programme,
11(a) This attribute denotes a strong "fit" between the inquiry content and methods and the official 
course/programme within which the inquiry took place,
ll(n) The content and process of the experiential inquiry is congruent with some but not all of the
282
course/programme requirements,
11(b) There is a seak fit between the content and process of the experiential inquiry and the 
curriculum of the official course/programme,
F12/C12 Dialogical, informal 12a Positive
and discursive 12n Moderate
12b Negative
Concept DI suggests that students and trainees respond best to theoretical exposition and ongoing 
guidance when it is brief, informal, couched in familiar everyday language rather than technical 
jargon and terminology, Inquiries need to take the form more of a conversation between friends rather 
than formal presentations or training sessions, Handouts, study guides, flip charts and lectures are 
"turn offs"; discussion and dialogue work better,
m aH his'a ttr i b ute  denotes inquiries that are discursive and discussion based and fulfill most of 
the positive features mentioned above,
12(n) Inquiries here meet most of the requirements mentioned above but still tend towards the 
"academic" and the "formal",
12(b) Inquiries sharing this attribute are carefully presented, academic affairs characterised by
full, detailed exposition in the form of flip charts, handouts and book references, The emphasis 
tends to be more didactic than dialogical,
F13/C13 Graded/assessed i3a Positive
13n Partial 
13b Negative
Concept AS refers to whether the produces) of experiential research is assessed and graded explicitly 
within the framework of an accredited course or programme,
Attributs!:
13(a) This attribute suggests that it la explicitly assessed or graded,
13(n) Denotes a partial contribution of the product(s) of experiential inquiry to the overall grading 
and assessment of the individual student or trainee,
13(b) Denotes that inquiry work is nol explicitly assessed or graded within the particular course or 
programme,
F14/C14 Enjoyable M a  Positive
14n So so 
14b Negative [not 
enjoyable!
Concept EN refers to those inquiries that are seen as enjoyable by co-researchers that;
(a)"do not drag on too long",
(b) are relevant and practical to members lives and work,
(c) provide opportunities for solo effort and achievement and group working,
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(d) provide opportunities to "air thoughts and feelings"; "have fun";
"be ourselves"; "be treated as adults"; "build up confidence" and 
"work as one big happy family",
(e) contain opportunities to ref.er to books as well as "speak from 
experience",
fittiitmiaa;
14(a) Denotes that most or all of the above characteristics were 
present, especially Ed],
14(n) Denotes that some of the above characteristics were present but 
the elements of Edl were only partially realised,
14(b) Members experienced the inquiry as "boring", unenjoyable and 
"irrelevant",
6.18 BUILDIflG M  ..IflEQRMT..IQK ,.SIEU.Q.1I?JRE,-QE-£QKCEP-T. RELATIONS.
-  E X P E R I E N T I A L .INQ U I R Y
[1] An information structure is a matrix 'of concept relations. The 
relationship between the above 14 concepts and 42 attributes can be 
plotted into a matrix which can then serve as a basis for building 
conceptual models of the 11 case studies that I have undertaken [see 
Table 6.141. It should be pointed out that 14 concepts and 42 attributes 
can make over a million different combinations of attributes to describe 
individual variation in how experiential research could be interpreted. 
Each of these combinations could be depicted by an individual conceptual 
model. The relationships between concepts are derived from my personal 
judgements, once again, based on my experiences and reflections as 
described in the previous chapter [2 short "adult" inquiries; 11 
projects with young people and countless experiential learning 
activities with groups of 16-19 year oldsl.
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C113 In the matrix, each row shows the attributes which are most likely 
to combine with each of 41 other attributes in the matrix; i.e. 
qualities which together specify the content and meaning of particular 
attributes in the conceptual framework of the research. Each row shows a 
type 2 (1 way) direct relationship to the attribute in question while 2 
rows together may alter the relationship to type 3 (2 way) relationship. 
A relationship between two concepts can be linear or non linear. Each 
cell in the matrix gives a statement of how another concept is related 
to the particular concept in question. For instance, cell 2/4 gives a 
statement of how concept 4 (action and reflection) is related to concept 
2 (research cycling): the mare positive the action and reflection the 
more positive the research cycling. This indicates a positive linear 
relationship from concept 4 to concept 2 and it is expressed in the 
matrix 1 in cell 2/4 by:
a
n
b
A negative linear relationship would give the following format:
b
n
a
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A trend towards a linear relationship is expressed either by:
an nb
n or n
nb an
An empty cell indicates that it has not been considered sensible to make 
a statement of linear relationship.
A non-linear relationship can be expressed in the following examples
n a b
n or nb
a b n
Hon linear relationships indicate the necessity to analyse rows. Only 
linear relationships entitle us to make decisions by cells. Table 6.14 
highlights many empty cell and non linear relationships that 
characterise the research findings from both the YTS and the BTEC 
phases.
[iii3 This complexity between relations is the result of my judgement of 
possible correlations; another researcher might adopt a more generous 
stance and settle for more linear relations. Subsequently, a less 
tangled network would emerge. Further empirical testing is therefore 
needed to make a more valid information structure. Relevancy of the 
subjective statements of concept relations given in this study are open 
to modification and revision. Redefining statements could result in a 
more reliable information structure, with more linear relationships 
stated, and hence a less cluttered model building process.
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Table 6.14 Matrix of Concept Relations - Experiential Inquiry
DA RC AC AR EC RE F UP CH FC FI 01 AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a an n nb n nb
DAn n an n an n n n nb
b b > b b an b an
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a a a a a n an a an an an
RCn n n n n - n n n n n an an an
b b b b b b b b nb b nb b nb
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a an a a an a a a a nb a
ACn n n an n n nb n n an an nb n
b b b b b b nb b b nb an nb b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a an a a a a a a an
ARn an n n an an an n an
b b b nb b b nb b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a a an a a a b a a b a
ECn n an n nb n an a b an a b an
b b nb b b nb nb b nb nb
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a n an a an • nb a nb
REn n n n an an nb n nb nb
b b b n nb nb b an b an
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a an a an a a an a a an a nb a nb
F n a n n an an n nb n an n n nb n nb
b b b b b b b nb nb b an b an
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a a a a a n n
UPn n an n n an n n n
b b b b b n an
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DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a an a a an a a n a a
CHn n n n n n an n an n
b b b b b nb b b b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a an a a a a b nb an a a a an an a
FCn n a. b n n a b nb nb an n an nb n n
b nb b b b b an nb nb b b b b b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a an an an a a an an an a an
Fin nb nb n n n n nb n n n
b b b b b a b b b b b nb
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a nb a a an a nb nb nb a an an a a b a
Din n n n n an n n n n nb an n an n
b an b b b b an an an b nb nb b a b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a a b a b a b an a a
ASn a b a b n n n
b b b b b b
DA RC AC AR EC RE F UP CH FC FI DI AS EN
anb anb anb anb anb anb anb anb anb anb anb anb anb anb
a nb nb a an an nb nb nb nb an an a an a
ENn n n n n n n nb nb nb an an n n n
b an an b nb b an an an a nb nb b nb b
6.19 STATEMENTS OF RELATIONSHIPS. BETTOEg THE CONCEPTS...QF-
EXPERIEKT1AL INQUIRY.
[1] This matrix should be regarded as a particular and personal 
structure of concept relations. Other researchers in the field would 
undoubtedly produce different conceptual structures. Therefore it should 
be seen as a kind of expert system based on the author's knowledge and
288
experience in attempting experiential inquiry with 16 - 19 year olds in 
FE.
Cii] Appendix 10 gives the statements of relationships between the 14 
concepts of experiential research within the conceptual framework of 
this study. Each statement can be considered as a research hypothesis 
for further study, and the given information structure as a starting 
point rather than as the definitive structure.
6.20 MODELS QF THE CASE STUDIES
Ci3 The information in the matrix can now be entered onto a suitable 
floppy disc. In my case, Dr John Hobrough provided the software. This 
will then enable the researcher to manipulate particular variables 
pertaining to particular case studies so that a series of integrated 
conceptual models can be produced in which the relations between all 
concepts can be analysed simultaneously. A conceptual model combines 
information on concept relations for a particular combination of 
attributes. Its construction may subtly alter the relationship between
given variables; for example, a one way relation (A< B) may change
into other types of relations when the information on all concept 
relations is combined. I shall provide an example of the process by 
referring to the first case study. The computer programme instructs the 
operator to key in particular attributes of each of the 14 major 
concepts that best describe the experience of each case study group. 
Identifying each attribute was a personal judgement on my part. Table
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6.15 provides the result of the attribute combinations in Case Study 1. 
The concept and attribute is provided in the central column. On the left 
hand side are the related concepts and attributes that the computer 
programme identified.
Table 6.15 Computer print out of concept relations in Case Study 1. YTS 
Stockhandlers.
weak
weak
weak
ARb, UPb, Fib, ASb, ENn riiiiii DAb AWARENESS
ACb, ARb, REb, Fb, CHb, FCb, Fib, RCb CYCLING :
DIb, ASb, ENn
RCb, ARb, ECb, Fb, UPb, CHb, FCb ACb COLLABORATION :
Fib, ASb
RCb, REb, Fib, DIb, ASb ARb ACTION/REF :
RCb, ACb, CHb, FCb, Fib, DIb, ASb ECb EMOTION
ENn
ARb, UPb, FCb, Fib, ASb, ENn REb ACCURATE RECALL:
RCb, ACb, ARb, ECb, REb, UPb, CHb Fb FALSIFICATION :
FCb, ASb, ENn
DAb, ARb, FCb, ENn UPb PROJECTION :
RCb, ACb, ECb, FCb, Fib, DIb CHb CHAOS
RCb, ACb, ARb, ECb, REb, UPb FCb FACILITATOR :
CHb, Fib, DIb, ASb
DAb, RCb, ACb, ARb, ECb, REb, CHb Fib FIT.
FCb, ASb, ENn
ARb, ECb, FCb, Fib ASb ASSESSMENT
Fb, UPb, CHb ===-> Bin ENJOYABLE
weak
so so
CÜ3 A diagram can now be drawn to show the relationships between the 
attributes in this particular combination. This can then undergo further 
description, analysis and assessment. Unfortunately, the students who 
participated in the studies have been unable to comment on the validity 
of these diagrams and the particular wording of the accompanying 
descriptions and analyses. I have made every effort to ensure they are 
congruent with the data I presented earlier. I do go on later to provide 
some additional assessment of the modelling process from other sources: 
my current students and a colleague at work.
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In the interests of economy, I shall not provide diagrams, descriptions, 
analyses and assessments for all case studies in the main body of the 
thesis. One example from phases 1 and 2 will be given and 4 from phase 
3, as the latter phase provided the lion's share of the data. The order 
of the models reflect some of the more important milestones in the 
development of the research: initial attempts at implementing 
experiential research (case study 1); using experiential research within 
the BTEC curriculum with the same group in 3 projects (case studies 4, 5 
and 6); the development and use of the study guide (Appendix 6)(case 
studies 10 and 11). The remainder of the models are provided as Appendix 
11.
Figure 6.17 Model 1. Case Study 1 - YTS Stockhandlers.
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Description of Figure 6.17
A preliminary inspection shows that the following concepts have a 
central position in the first inquiry:
1.RCb Weak research cycling, divergence and convergence
2.Fb Negative falsification
3.FCb Initiating facilitator competence at beginner level
4.Fib Weak fit with official course aims
The most obvious features of Model 1 is the overall complexity of the 
network of relations; and the fairly equal distribution of negative (b) 
attributes. Naievity as to what constituted experiential inquiry on my 
part (10b) and a weak fit with the official college syllabus (lib) 
appear as central features in this, the first attempt at co-operative 
inquiry.
Assessment of Figure 6.17 - Effectiveness as Co operative Inquiry
Low Moderate High
1 ( 2 ) 3 4 5 6 7 8 9  10
The labrythine format of the concept relations consists of nearly 100 
relations and is largely due to the absence of more linear cell 
relationships between concepts. I shall now map out some other case 
studies using the above diagrammatic format.
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Figure 6.18
1 .
Model 3. Case Study 3 - YTS Electronic Operatives DEÏ
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Description of Figure 6.18
The following concepts enjoy central roles in this model:
1. RCb Veak research cycling, divergence and convergence
2. ACb Veak authenticity in collaboration
3. Fb Negative falsification
4. Fib Veak fit with official course aims
Apart from (12n) and (lOn) all other concepts are negative resulting in 
a predictably disappointing inquiry. The shape and texture of the 
network resembles the first model rather than the second with the 
relationship strands "bunching" around the conventional criteria on the
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left. A more dialogical approach (12n) produces a 2-way linear 
relationship to facilitator competence (lOn) but these aspects do little 
to change the overall negative character of the inquiry. Low enjoyment 
(14b), negative authentic collaboration (3b), poor fit with the nature 
of the YTS programme (11b) and lack of personal and interpersonal skills 
(5b) seem to me to be the most important reasons for weak research 
cycling (2b) resulting in the project "fizzling out". Greater attention 
therefore is needed to be paid to relationship building in the group and 
finding more meaningful issues to explore that took account of members 
experience of YTS.
Assessment of Figure 6.18 - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 ( 3 ) 4 5 6 7 8 9  10
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Figure 6.19 Model 4. Case Study 4. YTS First In Caring - Confidence.
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Description of Figure 6.19
A preliminary inspection shows that the following concepts have a 
central position in the fourth inquiry:
1. RCa Strong research cycling, divergence and convergence
2. Fa Serious attempts at falsification
3. FCa Advanced facilitator competence in balancing leadership and
participation
4. DIa Positively dialogical, informal and discursive
An abundance of positive attributes and a full compliment of concepts - 
sets this assignment apart from previous ones. The major contributory 
factor in this successful inquiry is facilitator competence (10a) - a
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concept that influences and is influenced by criteria in both sectors 
and is low profile in the project with YTS DEX 1. we never practised 
"mindfulness" or "noticing skills" so were unable to self monitor and 
bracket qfi any prejudices and,preconceptions during the experiential 
learning activities, I did propose that we practice such a strategy but 
the group were unwilling to take it up (lb). The diagram highlights 85 
relations between the 14 concepts and is a surprisingly high quantity in 
such a successful inquiry. Research cycling has been identified as 
strong (2a) though we did not consciously recycle what we were doing as 
we did not have a clear proposition or model/map of confidence behaviour 
that we were testing out. Rather than recycling a particular hypothesis 
or idea in a spiralling fashion we tended to adopt a snowballing effect. 
We had not clearly delineated the issues. This is a limiting feature of 
what still may be regarded as diverging and converging activity. (2a) 
links reciprocally with positive thinking and doing (4a), falsification 
(7a), (9a), (10a), (11a) and (12a). The assignment was carried out to a 
large extent la.a spirit of voluntary, open ended inquiry. Members did 
not seem to be alienated from the process and contributed greatly to the 
fluid nature of the inquiry. Ueither I or any clique dominated the 
inquiry. The evidence above clearly indicates that the subject was 
personally.,significant.. to us all and therefore worthy of systematic 
inquiry. The personal and social skills required of co operative inquiry 
are considerable. I mention the ability to work co operatively with 
others and.exercise the skills of empathising, listening and attending: 
giving and receiving, feedback;., taking responsibiltv for one's own 
learning and being committed to doing what one says one will do. The 
group achieved the first criteria but could have managed the second and
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third much better. Discussions often suffered from "butting in". This is 
the reason for giving a moderate achievement in this area (on). À two- 
way relationship exists with <15n). This group clearly managed the self­
directing nature of co-operative inquiry and felt relaxed with the 
notion of shared leadership and decision making. Strong authentic 
collaboration (3a) is aided by attempts to challenge the findings (7a); 
effective facilitation/participation (10a); good fit with the aims of 
BTEC (11a) and a dialogical approach (12a). Positive action/reflection 
(4a) is in a positive linear relationship with (2a), (6a), (10a), (11a), 
(12a) and (13a). It influences (3a) and (7a). The notion of reflecting 
on experience is a central theme within BTEC philosophy. The achievement 
in this model serves to strengthen the fit between the use of co­
operative inquiry and the aims of BTEC,
The validity of this work as a co-operative product must be thrown into 
some doubt when we consider our joint efforts at regular and full 
Iflgglng-and diary,keeping activities. Apart from my research journal and 
the notes kept by L, S and Sh, there is little other evidence to support 
widespread data gathering strategies. Many young people I work with 
prefer to talk rather than write; act rather than reflect in an 
organised way. Nevertheless I have signified a positive attribute (6a) 
to this concept as it seemed to be such a big improvement on past 
attempts. Again, the fact that the assignment would be graded (13a) 
undoubtedly had a positive affect on (6a). Six trainees were willing and 
able to hand in written reports and these were fashioned along the lines 
of Activity 5 on the assignment sheet Csee Appendix 3]. They are not - 
presented in the depth that reflects the thinking and action that had 
taken place.
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Lack of awareness regarding possible defence mechanisms at work (8b) 
relates to low discriminating awareness (lb). Inviting my colleague, J 
G, into our group as the "critical friend" was a useful falsification 
procedure (7a) for enhancing the validity of what we were trying to do.
J G's contribution was to highlight, for me, the lack of conceptual 
clarity of what we were doing; there was not a working model or map of 
confidence we were checking out for ourselves and therby modifying, 
revising or changing it in the light of our experience. He also helped 
me identify the difficulting of maintaining whole person committment to 
taking our ideas down into experience given the time gaps between 
lessons and the countervailing forces of conservative thinking and 
action that, he assumes, characterises most of the trainees living and 
learning. Strong falsification procedures are linked, amongst others, to 
strong research cycling (2a), positive approaches to action/reflection 
(4a), accurate recall (6a) and skilled facilitation (10a). This inquiry 
was skillfully managed (10a), allowing myself to both lead and follow 
as appropriate. It takes up a focal position in the model influencing 
the collaborative process (3a), the validity checks (7a), the inquiry 
fit with the course aims (11a) and the dialogical flavour of the inquiry 
(12a). I perceived the inquiry as moderately enjoyable (14n) arising out 
of the contributions made by (5n), (9b), (10a) and (11a). (14n) on the
other hand contributed to (lb), (2a), (4a) and (7a).
Assessment of Figure 6.19 - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 4 5 6 7 ( 5 ) 9  10
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Figure 6.20 Model 5
Domestic Holes.
YTS First in Caring. Case Study 5.
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Description of Figure 6.20
The following concepts have a central position in the fifth inquiry:
1.RCa Strong research cycling, divergence and convergence
2.FCa Advanced facilitator competence in balancing leadership with 
participation
3.DIa Positively dialogical, informal and discursive
Again, a generally positive inquiry has produced 91 relations with what 
seems to be more activity in the right hand sector. All fourteen 
concepts are included (10 are positive; 2 moderate and 1 negative). 
Discriminating awareness stands alone as a negative attribute (lb);
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influenced by two others, (12a) and (14n). Like the Confidence Inquiry, 
a two way positive relationship exists between research cycling (2a) and 
action/reflection (4a). The assignment was systematic in the sense of an 
emergent and cyclical process of experience, reflection, planning and 
action. There is evidence of attempts to elaborate and refine the 
emerging ideas through processes of divergence and convergence.. 
Brainstorming activity is an obvious example of valuing the importance 
of creative divergence as was the decision for the group to split into 
two and address the aims by using differing research methods. The 
structure of the project allowed for individual and small group 
initiatives but also contained opportunities to meet as a whole group 
and sift and sort the disparate data into a form that would allow 
further creative and collective analysis.
The fact that we undertook a good deal of divergence and convergence 
(4a) helped produce positive affects on recall (6a) and allowed me a 
healthy, balanced role in both facilitating and participating in the 
inquiry (10a). A secure position in (10a) helped produce an authentic, 
collaborative inquiry (3a). This group demonstrated that they were 
learning from experience as they put into action their thoughts and 
feelings about how to move the research forward (4a). The experiential 
learning inherent in (4a) helps to explain the positive effect on (12a). 
Dialogue features prominently in the model infuenced by some 11 other 
concepts and influencing 8. The research group demonstrated positive 
emotional competences which enabled them to cope with periods of chaos 
and confusion (9a) whilst maintaining a genuine collaboration (3a). 
Members did not seem to be alienated from the process and contributed 
wholely to the fluid nature of the inquiry. leither I or any clique
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dominated the inquiry. The data indicates that the group was acting 
authentically by pursuing their individual as well as collective 
interests (3a). (4a) influences authentic collaboration (3a) in a one 
way relation. The inquiry would have benefitted from more direct 
confrontation and support at a time whem some members complained 
indirectly about others lack of involvement.
There is more evidence to support widespread data gathering strategies 
and analysis by most group members. Log keeping and consistent 
monitoring of the ongoing research (6a) was helped by positive 
action/refelection (4a); and fitted well with the explicit 
grading/assessment process (13a). Positive recall (6a) strengthens the 
"fit" with the course aims (11a) and facilitator competence in 
facilitation/participation (10a). (10a) takes up a central position in
the model influencing the emotional climate of the. group (5a) so that 
levels of chaos and ambiguity can be tolerated (9a); dialogue encouraged 
(12a) and the conduct and direction of the research knitted to the BTEC 
aims and objectives (11a). The fact that the inquiry" was known to be 
graded/assessed (13a) influences (4a) and (6a) in a two-way relation.
The research was generally perceived as moderately enjoyable (14n) 
influencing negative discriminating awareness (lb); positive research 
cycling (2a), action/reflection (4a) and accurate recall (6a). (14n),
(8n) and (12a) relate to (7b). We never utilised the "devil's advocate" 
procedure amongst ourselves or with outside help. Had we done so, we 
would undoubtedly have wanted to increase the sample size of our 
population and questioned the validity and reliability of our research 
instruments and procedures. In GROUP A, for example, some members
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observed domestic roles without informing the subjects; others did 
inform them and others still conducted structured interviews.
The model acknowledges the contribution that assessment/grading (13a) 
makes to recycling (2a), and action/reflection (4a).
Assessment of Figure 6.20 - Effectiveness as Co-operative Inquiry
Low 
1 2
Moderate 
4 5. 6
High 
0  9 10
Figure 6.21 
Discipline.
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Description, of Figure 6.21
Most of the activity in this model is focussed on the positive 
attributes of concepts (11 - 14). Central in the sixth model are the 
following concepts:
1. FCn Intermediate competence in balancing facilitation and
participation
2. Fla Strong fit with course aims
3. DIa Positively dialogical, informal and discursive
4. EMa Assignment seen positively with regard to levels of enjoyment
The evidence suggests that the trainees took this project more into 
their daily lives in a committed fashion than they did the Confidence 
inquiry. Group members, however, did not practise "mindfulness" or 
"noticing skills" (2b) so I suggest that they were unable to self- 
monitor and bracket off any prejudices and br.eGQDGeptione_durins .the. 
action phases. I did not propose that they practice such a strategy; as 
before, it somehow did not seem appropriate or timely. This experiential 
research quality was therefore missing again. The research was regarded 
as enjoyable (14a) and was carried out dialogically (12a). These factors 
are seen to relate reciprocally to negative discriminating awareness 
(lb) as well as influence moderate research cycling (2n).
There is certainly evidence to support co-operative group inquiry during 
the first couple of sessions but not at the end (3b). The group 
comprising of T S, L M, S B  and A 0 worked co-operatively throughout and 
fed back their results to others in the group at the end. And C V s  and 
K D's reports bear the hallmark of collaboration in that they both focus 
on the unhappiness they feel towards members of their family and the 
sorts of discipline they have experienced and continue to experience.
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But for the most part, the core element of the inquiry was individual 
research, to differing degrees of rigour, without the opportunities for 
the varied and widespread data gathering strategies to be analysed and 
made sense of by a whole group; hence (2n) and (3b). Oddly enough, the 
model shows that a dialogical approach to research (12a) influences (2n) 
in a one-way relation. The issues were clearly delineated by trainees 
although they were choosing to focus on different aspects of discipline. 
Positive demonstrations of action and reflection (4a) are influenced by 
detailed and accurate recording (6a), and the sense of believing that 
the assignment was relevant and enjoyable (11a, 12a, 13a, 14a). We never 
utilised the falsification procedure (7b) in this assignment. Veak 
authentic collaboration (3b), moderate management of unaware projections 
(8n) and an enjoyable (14a) and dialogical approach (12a) to research 
contribute to negative falsification (7b). I believe that such a 
procedure would have raised some serious doubts about the extent to 
which the survey researchers CL M, SB, A O  and T S3 had cross-checked 
their data and taken account of their biases (8n). This was an inquiry 
in which I facilitated more than participated; hence (lOn). This 
variable is seen to be related to partial management of unaware 
projection (8n) and the positive features (11a - 14a). It does not 
appear to have an effect on left hand sector concepts. Intermediate 
facilitator competence on the other hand is related to a mix of 
attributes (moderate research cycling (2n), weak collaboration (3b), 
detailed and accurate record keeping (6a), negative falsification 
procedures (7b), partial management of unaware projection (8n), 
tolerance to chaos and ambiguity (9a) and good fit (11a). The network of 
relations suggests that the group responded favourably to the assignment
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the more they could perceive their efforts related to course aims and 
assessment procedures (11a and 13a); the more they could think about, 
plan and execute their inquiries on an individual basis rather than a 
group basis (4a, 5a and 6a) and the less they were asked to monitor 
their development awarely and critically (lb, 8n and 7b). My role as 
facilitator and helper rather than co-researcher (lOn) and the absence 
of consistent challenges about validity issues (7b) seemed to influence 
the positive view the group expressed about the assignment. Veak 
collaboration (3b) was not regarded as a contributory factor in making 
this assignment an enjoyable (14a), discursive (12a) and relevant (11a 
and 13a) integrated assignment. The accomplished personal and 
interpersonal skills of individual group members, on the other hand, are 
seen to be important.
Assessment of Figure 6.21 - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 4 5 ( 6 ) 7 8 9  10
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Figure 6.22 Hodel 10. Case Study 10. BTEC national Health Studies
- Fitness (GROUP 1).
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Description of Figure 6.22
Central in this model are:
1. RCa Strong research cycling, divergence and convergence
2. Fla Strong fit with course aims
3. DIa Positively dialogical, informal and discursive
4. EKb Unenjoyable
Huch of the research activity appears to be focussed in the right hand 
sector. A strong dialogical research project <12a> influenced and was 
influenced by a lack of discriminating awareness (lb). Fo other concepts 
were connected with (lb) and it appears as an isolated variable. Strong
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recycling (2a) was related to a positive approach to thinking and doing 
(4a), a modest response to periods of chaos and ambiguity (9n), moderate 
achievement on my part in balancing participation and facilitation (lOn) 
and the view that the assignment was relevant to the aims and objectives 
of the BTEC programme (11a) and (13a).
In this assignment, students were encouraged to use a self-study manual 
I had produced which I thought would be a useful accompaniment to more 
discursive ways of learning how to manage an inquiry. Log books were 
sparsely completed (6n) despite the space for entries within the study 
guide I provided. The manual did little to encourage enjoyment of the 
project (14b). The negative view students had of the inquiry is seen to 
be influenced by a lack of cohesion and collaboration in the group (3b) 
and (5b) by modest facilitation skills on my part (lOn). Greater 
attention needed to be paid in building a better team spirit and 
increasing dialogue in some areas (5b) and introducing more 
authoritative inputs in others (lb), (3b), (7b), (8n>, (9n) and (lOn). I 
did eventually help the group confront the issues (8n> around the cool 
climate in this group and members found it helpful to "get their 
feelings out in the open" and say that they had not enjoyed the 
assignment (14b) and still felt uncomfortable and uncertain about their 
place and value in the group (3b). Despite the central role that 
dialogue (12a) has in the model, it is not related to low enjoyment • 
(14b). The validity of the findings is shown to be negative in the 
model, built on weak (3b), and (5b) and despite positive (12a) and 
moderate (8n> and (9n). The group experienced a chaotic stage in the 
development of the assignment (9n) at the beginning of the inquiry as 
they struggled to find a topic and. direction. Individuals within the
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groups eventually came forward with suggestions for movement that others 
found more or less acceptable thereby contributing to strong cycling 
(2a).
Assessment of Figure 6.22 - Effectiveness as Co-operative Inquiry 
Low Moderate High
1 2 3 4 ( 5 ) 6 7 8 9  10
Figure 6.23 Model 11. B TEC Mational Health Studies. Case Study 11. 
Fitness (GROUP 2).
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Description of Figure 6.23
Kodei 11 demonstrates central roles for:
1. ACn Moderate authentic collaboration
2. ECn Moderate emotional competence
3. FCn Intermediate competence in balancing facilitation and
participation
4. DIa Positively dialogical, informal and discursive
5. EFn Moderately enjoyable
Seventy eight (78) relationships are recorded and are fairly equally 
distibuted between the left and right hand sectors. Negative 
discriminating awareness (lb), as ever, remains a relatively isolated 
variable influencing positive dialogical approach (12a) and influenced 
by moderate enjoyment of carrying out the assignment (14n). We spent a 
whole session practicing mindfulness using an audio tape of the work of 
Masters (1981). This was the first time that I had used the 1% hour tape 
with groups and members found it "weird and difficult" but recognised 
the aims to be about "concentrating on what you are doing as you are 
doing it". Students did not, as far as I could observe, enjoy the 
activities sufficiently to try incorporating the techniques, however 
basic, into their subsequent research behaviour. Both groups undertaking 
the Fitness Assignment operated without this "extra margin of 
awareness". Log books were sparsely completed in group 2 as well as . 
group 1 (6b). The model suggests that a more authoritative and formal 
leadership style would be beneficial on this front. The relevance to 
BTEC aims (11a) and the knowledge that their efforts would be assessed 
(13a> helped to produce healthy amounts of convergent and divergent 
activity (2a) as the group struggled to find relevant topic areas and
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tasks that could be refined and modified over time. In group 2, students 
were friendly, outgoing and prepared to disclose personal information 
but tensions still existed between certain individuals that were not 
brought out into the open during classwork (3n and 5n). Related concepts 
and attributes here are (8n, 9n, 10n, 11a, 12a and 14n). It is 
interesting to note the the model does not indicate a two-way 
relationship between (3n> and (12a). A dialogical approach influences 
moderate authenticity but not vice-versa. The moderate thinking and 
doing (4n> that featured in the research is shown to be affected only by 
good fit (11a), a dialogical approach (12a) and moderate enjoyment 
(14n>. It, however, influences (3n), (8n), (lOn), (12a) and (14n).
Despite the positive influences of (11a), (12a), and (13a), the group 
only displayed modest achievement in their personal and interpersonal 
skills. Improved facilitation on my part in terms.of increased guidance 
and reduced reliance on the handbook might well have shown improvements 
in (bn), (3n> (6b) and (14n). The study guide was aimed at helping 
students balance the action and reflection stages in a planned and 
systematic way by answering the strategically placed questions. This was 
not taken up by the majority; they found the booklet cumbersome and 
difficult to follow.
The model generally displays weak to moderate achievements in the 
conventional criteria (concepts 1 - 9 )  supported, it seems 
paradoxically, with the positive features of (11a) and (12a). Nine 
relationships are noted with regard to (12a); eight of which are in two 
way relations.
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Assessment of Figure 6.23 — Effectiveness as Co-operative Inquiry
Low Moderate High
1 2 3 4 ( 5 ) 6 7 8 9  10
6.21 STUDEWT REACTIONS TO THE KODELS
[13 I was unable to share the 11 case study models with the groups in 
question. Since learning how to carry out DCA, the groups have moved on. 
So, an important source of validity is missing here. However, I have 
continued to implement experiential inquiry with a current BTEC Health 
Studies group (1992) who have carried out experiential assignments into 
the Family, Fitness and Dependency. I constructed a model of how I had 
perceived their understanding and appreciation of the experiential 
research method over the year.
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Figure 6.24 Xodel 12. B TEC Bational Health Sudies <1992) - Xy 
perceptions.
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Description of Figure 6.24
The diagram shows that the following concepts have central positions in 
the model:
1. RCn Moderate research cycling, divergence and convergence
2. ECn Moderate emotional competence
3. 'FCn Intermediate competence in balancing facilitation and
participation
4. DIa Positively dialogical, informal and discursive
5. EITn. Moderately enjoyable
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Three or four individuals in the group had a keen conceptual and 
practical grasp of experiential inquiry and their considerable 
achievements are captured in their reports. But the model above reflects 
a general and more modest view of the group's attainment.
Seventy seven (77) relationships are recorded and are fairly equally 
distibuted between the left and right hand sectors. Negative 
discriminating awareness (lb), as ever, remains a relatively isolated 
variable influencing a positive dialogical approach (12a) and influenced 
by moderate enjoyment of carrying out the assignment (14n>. About 5 or 
6 of us spent a whole session practicing "mindfulness" using the audio 
tape (Masters, 1981). The rest of the group "sat it out" quietly and 
respectfully. This was the second time that I had used the tape with 
groups. Whilst 2 or 3 members demonstrated evidence of increased 
"awareness" and "attention" to experiential detail in their reports, the 
majority did not. Most concepts in the left hand sector show a modest - 
negative outcome (2n, 3b, 4n, 5n, 6n, 8n, 9n and 7b). Only moderate 
enjoyment (14n> of carrying out co-operative inquiry is a key factor 
here as is the emphasis on dialogue and discussion (12a). Here then is a 
group who, for the most part, were moderately emotionally competent (5n, 
8n, 9n) but were not sufficiently "bonded" and trusting (3b) to develop 
positive overall group effectiveness. The model points to the need for 
a more authoritative and formal leadership style (10) in order to 
develop so many of these areas. The relevance to BTEC aims (11a) and the 
knowledge that their efforts would be assessed (13a) helped to produce 
moderate amounts of convergent and divergent activity (2n). The model- 
generally displays weak to moderate achievements in the conventional
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criteria (concepts 1 - 9 )  supported, it seems paradoxically, with the
positive features of (11a, 12a anu -uva/.
Assessment of Figure 6.24 - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 4 0  6 7 8 9 10
Cii] I shared the model and the description with the group in July 1992 
and asked for their reactions. Although group members were in general 
agreement with the model, they did rate their achievements more 
negatively, as the following diagram indicates. Again, the concepts and 
attributes reflect a group perception of our year together, despite some 
exceptional achievements by some individuals.
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Figure 6.25 Model 13. 
Their perceptions.
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Description of Figure 6.25
The following concepts have a central position in this model:
1. RCb Weak research cycling, divergence and convergence
2. ACb Weak authentic collaboration
3. Fb Negative falsification procedures
4.' FCn Intermediate competence in balancing facilitation and
participation
5. DIa Positively dialogical, informal and discursive
Group.members felt that the lack of group cohesion and committment (3b) 
were the primary reasons for failing to enjoy more successful inquiries
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Importantly, the serious discussion around these models led to the group 
committing themselves to further group-based learning next year. We felt 
it was important to come to decisions quicker next year, work on trust 
building and think more in group terms than individual terms. My role in 
facilitating this process was considered very important (10). All 
students felt that co-operative inquiry was unlike any other learning 
approach they had experienced before or were currently experiencing on 
other parts of their BTEC course. Individuals found this both exciting 
and challenging. They did not want to give it up.
6.22 DISCUSSION OF THE GEFERAL MODELS - (THE 11 CASE STVPIESL
Ci] It is important to emphasise once again, that in applying DCA, an 
information structure is the basis for building conceptual models. The 
preceding models are built from the concepts and relationships that I 
have judged to be central in the field of conducting experiential 
research with my YTS and BTEC students. The concepts are fairly broad, 
and not all of them worked particularly well. It is interesting to look 
at the relative importance of the concepts used within the 11 models. 
Facilitator competence (10), Dialogue (12), Research Cycling (2) and 
Enjoyment (14) showed the greatest number of interconnections during 
most of the later BTEC phase. Most of the activity focusses on the 6 
unconventional criteria in the right hand sector. In the earlier 
assignments (Stockhandlers, DEX 1 and YTS Caring - Confidence 
assignment), Research Cycling (2), Falsification (7) and Fit (11) 
predominated. Generally, Discriminating Awareness (1> Falsification (7),
316
and Unaware Projection (8) are the least productive concepts in the 
model and I suggest that greater attention needs to be paid in the 
future to "teaching" students the value of using these procedures. 
Dialogue and discussion have not proved sufficient, from my experience, 
for embedding these particular skills in the research behaviour of 
teenage groups. A drawback appears to be that in teaching the students
these skills there will be a decrease in the enjoyment of conducting
inquiries which, as already indicated, seems to have a central role, 
along with dialogue, in effecting successful outcomes.
[ii] The complexity of the networks suggests a highly dynamic and 
holistic environment. Whilst a strength of the models is that they begin 
to show a synthesis of relations between different properties in a 
special context, the complexity of the models also throws up a need to 
continue adding relevant information to the structure to fill the empty 
cells and firm up many of the trends towards linearity which feature in 
the matrix.
Ciii] To conclude this section on depicting general models of 
experiential research in action, I shall provide:
(a) an ideal model of all concepts interrelated positively
(b) a most likely model of the process should I implement it
' with a new BTEC group.
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Figure 6.26 Model 14 {ideal) - All concepts interrelating positively.
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Description of Figure 6.26
Central concepts here are:
1. RCa Strong research cycling, divergence and convergence
2. ACa Strong authentic collaboration
3. ECa Strong emotional competence
4. FCa Advanced competence in balancing facilitation and participation
5; Fla Strong fit with course aims
6. DIa Positively dialogical, informal and discursive
In a fairly evenly proportioned but busy network of relations, (10a) 
appears as the most productive concept. Much of the success of any co­
operative inquiry will depend on the skill and expertise of the
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initiating facilitator; most probably the teacher. It will be his or her 
facilitation that supports so many other concepts, incluu.xn& axx ox 
those noted above. Even (la), which is the most isolated of the 
concepts, is supported by (10a) through (6a) and (8a). It is not in a 
two-way relation with (10a) however. Other features of this model 
continue to present (7) and (8) as under utilised and surprisingly,
(13a) takes on a reduced role in this positive model. The personal and 
interpersonal skills of group members are also shown to be key factors 
in this ideal model (3a and 5a) and contribute to research cycling (2a), 
facilitator competence (10a), a dialogical approach (12a) and enjoyment 
(12a).
[iv] The next model represents a likely scenario for starting a new BTEC 
first year course, given the experience and learnings of what has been 
described above.
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Figure 6.27 Model 15 {likely}. A new BTEC group starting up
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Description of Figure 6.27: Focal concepts here are:
1. ECn Moderate emotional competence
2. Fla Strong fit with course aims
3. DIa Positively dialogical, informal and discursive
4. EHa Assignment seen positively with regard to levels of enjoyment
Most of the action here is featured in the right hand sector with (11a), 
(12a) -and (14a) being particularly busy. Twelve concepts converge on 
(14a) and eleven focus on (12a). This group is unlikely to be hostile to 
"noticing" their research (In), influenced as they are by moderate 
attempts to maintain detailed and accurate record keeping (6n) and a 
balanced approach to thinking about and acting out their research ideas
320
<4n). I am likely to be facilitating more than participating in this, a 
first inquiry (lOn). This leadership would be instrumental in achieving 
(2a), (5n), (6n) and (9n). Surprisingly, it is not related to
encouraging authentic collaboration (3a). As well as maintaining a firm 
facilitation stance (lOn), the outcomes of the inquiry will be strongly 
influenced by the good fit (11a) that this type of work has with the 
aims and objectives of the BTEC programme (13a). Experience has also 
taught me that a dialogical approach reaps rich rewards in most areas of 
co-operative inquiry except, perhaps, (In), (7b) and (8b). The fact that 
the work will be assessed (13a) influences the strong recycling (2a), as 
well as the efforts to use whatever personal and interpersonal skills 
(5n) the young people have to conduct discursive (12a) and enjoyable 
project work (14a). Only (lOn) and (11a) influence the positive 
assessment strategy. If we are to progress the model into a more full­
blown and rigorous one, then once again we will have to address the 
issue of implementing systematic falsification procedures (7) as well as 
regularly monitor and record our personal research process and findings 
(1), (6) and (8). In order for this to happen, facilitation would need 
to predominate over participation (lOn) and dialogue be reduced (12n - 
b) with the ensuing decline in group fun and cohesion.
6.23 P-CA - PISCTSSIQ1-QK. INDIVIDUAL ACHIEVEMENT
Cil These general models of group behaviour do not tell us how 
individuals managed their inquiries or what assessment grade they 
achieved. An information structure would seem to be required that
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utilised criteria that could be used to assess individual as well as 
group achievement within the framework of a dihv programme, vnvena 
derived from the experiences of the actors themselves would seem to 
enhance the validity of this possible monitoring and assessment process.
Cii3 A useful approach therefore might be to identify and set out the 
concepts which form the basis for analysing and assessing experiential 
inquiry in terms of individual achievement. I currently use 10 
assessment criteria by which to arrive at individual BTEC grades [see 
Appendix 6]. These criteria share some similarities with those of the 
general models albeit in a simplified form. But they are also derived 
from the cumulated experience of negotiating assessment criteria with 
inquiry groups as the previous chapter has described. The concept 
Thinking and Doing CTaDl is approximately equivalent to Action and 
Reflection CAR] in the general model CF4/C4] . Planning and Structuring 
CPS] could be given the value CF15/C15]. Alone and in a Group could be 
combined with other personal and interpersonal skills such as Initiative 
and Risk Taking [IR] to match the concept Emotional Competence LECl 
C F5/C53. Using Secondary and Personal Knowledge ISP] could be allocated 
the value CF16/C16]. Detailed and Accurate Recording I DR] relates to 
CF6/C6] in the general model. Enthusiasm and Interest CEI] could be 
given the value CF17/C17]; Inquiring Mind IIM], the value CF18/C183 and 
Understanding and Application of the Research Process CRP] shares common 
ground with CF2/C2] in the general model.
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Figure 6.28 Model 16. Framework for developing models of individual 
achievment in experiential research.
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Each student could select one attribute under each concept to make a 
combination of attributes to characterise his or her learning. This 
information can then be integrated in conceptual models around the five 
assessment grades in BTEC (Fail, Refer, Pass, Merit and Distinction) and 
then described and discussed using information from the matrix. Vho 
would carry out the modelling process would be a question for some 
debate but supposing it were the teacher who did so, s(he) could then 
pass back the model and the description to the student for comment and 
an overall assessment of their relevance. The description could well 
contain suggested areas for improvement in the conduct of subsequent 
inquiry work. The ideal situation would, of course, be that the student 
herself completes the analysis, modelling and assessment in consultation 
with her peers.
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[i] My colleague at the college, K S, used the methodological guidelines 
in the self study guide [Appendix 63 to facilitate an experiential 
assignment around the subject of the family at the end of last year 
(1991). K S was a part-time member of staff at the college and a 
qualified counsellor and assertiveness trainer. She is liked and highly 
respected by staff and students alike. Our first meeting in mid-March 
was a general chat about what she had been attempting. I tape recorded 
the second interview in early April 1992.
Cii] At our first meeting she informed me that she had kept few notes 
detailing the blow by blow account of what happened in both groups and 
suggested I consult the students reports for a fuller picture. I read 3 
or 4 of them and pieced together how one group C GROUP A3 negotiated an 
assignment around 4 areas of family life: discipline, beliefs, 
relationships within the family and security (emotional, housing, 
divorce etc). Questions were devised that would help in the information 
gathering in their family placements. The group elected individuals to 
roles such as note keeper and chairperson and agreed an assignment 
process that accredited individuals for their oral and written work. The 
oral component was taped and focussed on the 4 areas. K S's role in all 
this was a "summarising and reflecting back" one.
The other group CGROUP B3 created and managed their own project as well. 
Their aims were to collect evidence from their family placements 
regarding family roles and parenting styles. They decided they wanted to 
produce individual as well as group products and devised assessment
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criteria accordingly. In this group they managed to maintain a diary of 
process events. They also devised questionnaires, and allocated tas*: 
roles such as process recorder, display organisers (for the 
questionnaire findings), word processor specialist and conclusion 
writers.
Ciii] K S’s general reflections on the experiences were that:
(a) She facilitated more than she participated.
(b) The evaluation and sense making was weak because of the shortage of 
time.
(c) The assignments were negotiated "from start to finish" and proved 
to be ideal vehicles for developing and assessing the Common Skills 
(Learning Skills) element.
(d) She found it be an extremely complex process and admitted to feeling 
lost in it once or twice:
It was almost overwhelming at the beginning...where's it all 
going to go? You don’t have full control as you do with 
traditional teaching methods. Just giving that up was quite 
threatening at first.
There proved to be some confusion and anxiety, she said, about what her
role was in all this and in future she would want to negotiate, this
aspect more carefully. She was surprised, she said, how much the process
"stretched individuals in ways that helped me see them in a new light".
A possible limitation was the length of time and amount of effort
required to manage the process, possibly to the detriment of covering
content. We talked about the possibilities of producing comprehensive
self-study information sheets to address this concern. We chatted for
half an hour and agreed to meet up again. K S offered to put together
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some further information about what she considers makes for successful
experiential inquiry.
[iv] At the second meeting she produced the following categories and sub 
headings:
CO-OPERATIVE INVESTIGATION ASSIGNMENT (areas needed for effective co 
operative assignment. Both students and staff).
SKILLS: Group Skills - able to discuss.
- tolerate group set up.
- explanation of roles e.g. chairperson.
- information about group processes e.g. 
the stages that groups go through.
- listening and evaluating 
(interpersonal).
ATTITUDE - that co-operative assignment is larger than the
product.
and it is to do with the process of 
getting there.
- balance of questioning and acceptance.
- staff attitude - the need to move 
toward a facilitating role and taking 
the risk of "giving up" authority.
- students need to be more active than
passive.
CONCEPTS - methodology of research.
- aims of the co-operative assignment.
- student-centred approach.
- self-awareness (able to use and link 
own experience. . .empathy).
KNOWLEDGE - balancing the expectations of BTEC with the
expectations of the co-operative
assignment.
- what resources are available?
- how to evaluate?
- what is being assessed e.g. 
competences?
- how to repeat co-operative assignment 
process at a more able level.
- how to challenge the findings.
- how to relate the co-operative 
assignment more closely to the 
vocational area.
- alternative coverage of the syllabus 
e.g. open learning material for the
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subject matter.
Our discussion fleshed out some of these headings in more detail. We 
agreed that group work (as opposed to working in groups) was unfamiliar 
to many school leavers and she had noticed some "closing off" and 
"clicking out". "Some gabbled in their anxiety", she said. Such openess 
and negotiation does seem to require a tolerance to ambiguity, confusion 
as well as a knowledge of how groups operate and the stages they are 
likely to go through (see Tuckman, 1965). A major weakness of the 
assignments, she said, was the absence of thorough record keeping and 
careful monitoring of the shifts from stage to stage. The evaluation 
process was absent where group members could collectively review and 
make sense of where they had been and what they had done. K S felt a 
checklist at appropriate stages of the developing inquiry would be 
beneficial to this end. We both agreed how disappointed we often were 
with the written reports we receive from the students. They so often 
undersell the experience of what we have observed the students doing in 
practice.
Our discussion on attitudes began with her suggesting that the students 
swallowed the task of carrying out a co-operative inquiry, "hook, line 
and sinker". She would have preferred a little more questioning along 
the lines of: "Why do we have to do this"?
The attitude of the teacher is fundamental, she said, requiring a more 
facilitative role rather than authoritarian one. In this way students 
would be encouraged to take more responsibility for the conduct of 
events.
Vhen we came to discuss concepts, I asked her if the students enjoyed co 
operative inquiry:
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No, she said, partly because I lost the thread sometimes. It 
felt so different from other things I'd done.
She went on to discuss the need for progressively more student centred
activities; a full-blown inquiry would be one end of the continuum. She
expressed the view that less emotive issues and shorter experiential
exercises should be used as "stepping stones":
The students aimed high and gave themselves a heck of a hard 
time.
"Vould you use the method again"? I asked. "Yes" she replied but owned
up to envying other teachers who had set more prescriptive and less
arduous tasks around the theme of the Family:
Co-operative Inquiry is harder work and doesn't show up on 
paper.
More resources and information on how to carry out experiential research 
would have been useful. She was trained in client-centred therapy and 
would have liked a wider repertoire of educational games and activivites 
as well as knowledge about student-centred learning. She also emphasised 
how useful it would have been for her to have experienced a more 
systematic co-operative inquiry beforehand. The video of John Heron 
facilitating a discussion between HIV -ve and HIV +ve people [HORIZON 
BBC TV] proved very useful to groups in demonstrating "how discussion 
can change people".
Some major weakness in the projects were the lack of evaluation and time 
to reflect on the learning process and the knowledge gained. There was 
also insufficient challenging and possible collusion taking place to 
keep the assignment "safe". I mentioned how some groups practice co­
counselling to manage the distress and anxiety that can be stirred up 
and we agreed that some sort of "review partner" system would work in
328
our sort of setting. Students could form pairs at appropriate phases of 
the cycle to discuss what was going well, what wasn't and what they felt 
like doing about it.
The final section of the interview revolved around my question to her: 
What would you do to further the development of co-operative inquiry if 
you were in charge of the BTEC Health and Caring courses? I started the 
ball rolling with my suggestion that it could be presented as a module. 
She disliked the idea of it being a stand alone unit. It needs to be an 
integrating feature, she said, running through the whole course. Its 
real strength is the quality of negotiation that underpins the method. 
Other subject areas need to learn this lesson, she said, if they are to 
provide relevant education and training:
What we imagine the students need and want aren't what the
students say they need and want.
Negotiating with students is likely to be quite a threatening experience 
for some teachers, she advised. Staff development within the course team 
is needed to help teachers become more self-aware and self-directing. It 
is unrealistic to expect students to be proactive if staff themselves 
remain aloof, make all the major decisions and cling to an authoritarian 
role. We mused on the fact that all the assignments given to students, 
regardless of whether they have been "tweaked" to enable the inclusion 
of personal experience, were chosen by staff. Shifting the choice of 
topic towards students needs would be a move in the right direction, she 
said. Otherwise a double bind scenario could emerge where students half­
heartedly tackle a subject that barely interests them in order to please 
the teacher who then complains about the mediocrity of the results and 
write up. Finally, she thought a resource bank of materials such as
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videos of inquiries in action, previous inquiry reports (mine and the
students accounts of theory in practice) as well as articles and
relevant texts, would be advisable. I offered her the facilitator's
manual (an enlarged Appendix 6> to review. She was later to comment on
its thoroughness and usefulness, liking the stage by stage format. She
thought it:
a good repetitive tool, in that, once the
researcher/facilitator has been through the process s(he)
would have a detailed record that could easily be repeated.
However, she found the weight of the document and the level of work
"daunting" and suggested that students might also be "put off". She
wondered whether a video with commentary might improve the accessability
of getting the message across.
tv] The time spent with K S was invaluable. It was a joy to be able to 
share my experiences and encounters with a peer practitioner. At the 
time, it felt appropriate to capture the essence of my interview with 
her in a conceptual model. Vith additional data from student reports, I 
sent her the following model which I hoped represented the gist of what 
she had been talking about. I asked her to comment on its validity. Only 
1 model is presented here; the work with Group B. I was unable to piece 
together sufficient material from Group A with which to build a valid 
model.
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Figure 6.29 Xodel 17. BTEC Xational Xursery Nursing. The Family.
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Description of Figure 6.29:
Central to this model are the concepts:
1. Fb Negative falsification procedures
2. FCb Beginner competence in balancing facilitation and participation
3. DIa Positively dialogical, informal and discursive
4. ENn Moderately enjoyable
Sixty three (63) relationships are recorded, mostly of a moderate - 
negative value. Group members did not practice "mindfulness" (lb). The 
conscious use of "self in action" was not an area that either tutor or 
students had prepared for, though I suspect that K S was knowledgeable 
about the skill as a result of her counselling training. The assignment
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showed some modest amounts of research cycling (2n) as initial ideas 
were put to the experiential test. The group8 s ability to balance 
thinking and doing (4n>, a strong dialogical flavour (12a) and a 
positive investment in the assessment process (13a) were influential 
factors. The inquiry seems to have lacked an authentic group atmosphere 
(3b) and was dominated by one member of the group in particular. The 
group generally lacked important personal and interpersonal skills (5b) 
such as assertiveness and self-awareness. Lack of challenging the 
developing findings (7b) and negative awareness to how individuals might 
be being "stirred up" by the subject and the process (8b) were features 
connected to (3b). Although K S is regarded as a highly competent 
facilitator in other group settings, her unfamiliarity with the balance 
required of experiential research, suggests that she was weak in both 
facilitating and participating in this particular inquiry - hence (10b). 
The model suggests a connection here with low group authenticity (3b), 
weak personal and interpersonal skills (5b), inadequate journal keeping 
(6b), lack of falsification procedures (7b) and unaware projection 
processes (8b). Evidence suggests that increased attention to the 
knowledge and practice of "the balancing act" of initiating and 
facilitating inquiry would pay handsome dividends for K S and group 
members. The overall naievity of members' "human .skills" required a more 
directive and authoritative facilitating mode.
The concept that receives most attention is (7b), influenced by 8 other 
concepts. It, on the other hand, influences only 3 concepts (3b), (12a)
and (14n). The group were able to sustaim moderate amounts of ambiguity 
and chaos On) due to partially enjoying the project (14n) and 
conducting it in an informal and a discursive fashion (12a). The
332
positive value associated with (12) is met, according to the diagram, at 
the expense of discriminating awareness (lb), accurate recall (6b), 
falsification (7b) and awareness of how the research might be distorted 
(8b). The inquiry was seen as relevant and fitting within the aims of 
BTEC (11a) and an assessment was explicity formulated (13a). Oddly, the 
lack of emotional competence (5b) and poor recall (6b) aided (13a).
Assessment of Figure 6.29 - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 © 5 6 7 8 9  10
[vil Ve discussed her reactions to this account of our discussions and 
the model in question at a subsequent meeting in August 1992. She 
regarded the write up of our previous meetings as a "true reflection of 
events'* and thanked me for the valuable and accurate feedback. She was 
particularly keen to discuss the model. She agreed the values I 
attributed to the various concepts in the model but also wanted some 
explanation of what the diagram meant. Vhilst I had provided details of 
the concepts and attributes that I felt were applicable to experiential 
inquiry, I had not provided the matrix and the other sections dealing 
with applying the matrix and using computer software. She was left 
therefore somewhat confused. After I had explained these aspects to her 
she seemed more assured. She asked about how the concepts were derived. 
After I had I informed her she commented on how useful these "headings" 
(concepts) and "sub headings" (attributes) were in understanding how- to 
monitor the development of a co-operative assignment. She suggested I 
made clear how the wording of the attributes had been derived,
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highlighting typical student attitudes and reponses with inverted commas 
or in italics. She was helpful in identifying a couple of 
inconsistencies in the wording of the concepts in the model vis-a-vis 
the matrix. I had used the word "negative" in the matrix and the word 
"weak" in the model in a couple of instances. She had found it tiring 
switching from the matrix to the models in the process of analysing the 
diagrams. This process, she suggested would get easier over time and 
with practice. She advised that a mentor or supervisory system would 
have been helpful throughout her experience of trying out co-operative 
inquiry and analysing the models. To summarise then, K S validated the 
summary of our conversations. She reiterated her view that experiential 
inquiry was an extremely valuable means of diagnosing, developing and 
assessing BTEC Common Skills. She liked the concepts and attributes, 
finding them useful monitoring criteria. Her appreciation of the model 
in question would have been enhanced by more information and supervision 
by me or some other equally qualified person.
6.25 CRITICAL AIALYSIS.
[i] K S informed me that she had some doubts about the complexity and 
quantitativeness of the models and reminded me of comments I had made 
when I first started reading up on DCA some 9 months previous. I too had 
wondered whether such hard analysis would really help others and myself 
make sense of the softer and subtler complexity of experiential inquiry. 
I ackowledged her comments, adding that I now felt the process of 
building holistic models was a useful process of extracting out key
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concepts from the phenomenon, fleshing out the attributes and 
illustrating the interconnecting data. I provide another example of 
applying DCA in the next chapter where I set out suggestions for 
integrating experiential inquiry into the wider institutional framework 
so that relationships between key curricular and organisational concepts 
can be explored.
[ii] But as a means of helping students, colleagues and myself better 
understand the "nuts and bolts" of "doing an inquiry", it is less 
useful. The model building was an individual analytical process and on 
this level a useful one. Templates for the academic researcher have been 
produced that give one view of the learning process. DCA provides a lens 
through which to view the setting, but in capturing the essence of the 
place and the persons, we are still denied the sense of what the live 
experience was really like. Other ways of making sense of my data might 
well have illuminated this area more, Group members relating the stories 
of their assignments in pairs or small groups would, in hindsight, have 
been workable and enjoyable (Reason, 1988; p. 36 and pp. 79 - 101) and 
would have added to the collective sense making process lacking in some 
of the case studies. Also "cutting" and "pasting" key learnings onto a 
wall map would have proved an active and inventive'process. Group 
members could extract reflections and insights of their assignment 
experience from their diaries and reports and paste their core ideas on 
to flip chart or wallpaper. The inquiry group could then look for 
patterns and shapes of meaning in order to form some general descriptive 
theory.
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[ill] There will always be the problem of how the researcher can convey 
the meaning of the inquiry experience in ways that do not reduce the 
richness and vitality of the data to sterile propositional statements 
and at the same time preserve the reader from a battery of 
interpretations of kaleidoscopic proportions. After all the process of 
representing research by naming thoughts, feelings and experiences and 
referring to them with words often leads us to mistake the name and form 
of these outcomes for the totality of the experience itself. Forms of 
feeling and emotion are logically incommensurate with written language.
Civ] I shall attempt a creative and more intuitive compromise in the 
form of a song (produced with guitar accompaniment. An audio tape 
accompanies this thesis). This feels both risky and liberating to me but 
does express some truths of the research process as I have experienced 
it: the integration of analytical thinking and creative action (words, 
music and rhythm) ; and the sheer balanced artistry of it all...
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HUMAN INQUIRY
1. Lets get together, join like links in a chain, One of us is weakened 
and we lose more than we gain, But we pull together and we get there 
just the same, There's a simple logic if we co-operate.
2. Co-operators live in foreign lands, Participators move on shifting 
sands, Collaborators need a helping hand, Won't someone offer me a 
guiding hand?
Chorus
I've always doubted my ability, the grown ups said so, But when I'm 
working my inquiry, The grown ups don't know so!
There's power and there's rhythm; there's healing in our songs, I
know where I can go to when I feel I don't belong,
I'm going back some birthdays... when I was 17, And live it better in 
our human inquiry.
3. Last night I dreamt I told my story right, I saw the colours, they 
were bold and bright; Life's getting better in the re-search light, 
There's a simple logic when the story's mine
Ch.Prng.
I've always doubted my ability, the grown ups said so, But when I'm 
working my inquiry, The grown ups don't know so!
There's power and there's rhythm; there's healing in our songs, I
know where I can go to when I feel I don't belong,
I'm going back some birthdays... when I was 17, And live it better in 
our human inquiry...goin' to live it better...why don't we live it 
better in our inquiries, There's a simple logic in human inquiry.
[v] So, the song tells the story of an idealistic teacher wanting to 
brighten up the lives of his students in the classroom. He felt that 
learning should be fun and co-operative; personal and challenging. So, 
one day 7% years ago he decided to do something about it and go on a 
journey of research. His prize at the end of all this hard work would, 
he hoped, be a Ph.D. which would boost his self-esteem no end and help 
change things for the better. The way he chose to carry out his deeds 
was to involve the students in as many stages of the research as he 
could but he met many obstacles on the way...some of which were his own 
creation. He discovered that co-operating with most young people was, 
usually, not as difficult as co-operating with some adults. He teamed up 
with a colleague during the early parts of his journey and together they 
experienced a good many setbacks with the grown-ups. Eventually they 
parted company and our hero continued his journey alone. He ventured 
into virgin territories. Although mostly content to be a loner there 
were many times when he would have liked more time with wisemen and 
"critical friends". Sometimes the loner was lonely; sometimes the 
adventurer got lost! But always he was set on completing his journey. He 
learned where part of the urge to explore came from - his own childhood
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- and the very act of re-searching was a personal healing process. As 
time went on and the teacher became wiser and more experienced, he 
relished the power he felt he was able to.use in helping others find 
their voices and be confident. He loved watching his joy and power rub 
off on others. He found he could work in all sorts of co-operative and 
participative ways with young people; the variations were endless. But 
how could he show the prizeholders in the groves of Academe exactly what 
he had discovered in his explorations; what it all meant? Should he use 
his heart or his head? Again he would have liked to have met up with 
fellow travellers to help him decide. They could have swapped stories 
and experiences; given advice and support; and laughed and cried 
together. Tired, wary and anxious to please a fantasised academia, the 
teacher took advice and used his head. It would be a last hoop to jump 
through, he thought, and then home to loved ones and inquiry groups and 
spending precious time with them. But the teacher left part of himself 
behind as he inched toward the end; something bright. It was his own 
sense of power and pride in what he had experienced and achieved. 
Fortunately, some fellow travellers met up with him and gently reminded 
him of that and he won't forget "them for it. They kinda saved him.
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CHAPTER 7 CONCLUSIOHS AHD RECOMMEHDATIOHS
7 .1  ACHlBYBMBBTiS
C13 In terms of the aims I set myself at the beginning of this research, 
I believe I have achieved the following. First, I suggest that I have 
been able to embed humanistic educational principles into my 
professional practice in a consistent and confident fashion. Second, I 
have creatively applied the experiential research model in a new setting 
and therefore teased out and fashioned the possibilities and realities 
of. its use. I offer, in short, an adaptation of the original design to 
fit the experience of an atypical group of learners. I offer a map of 
the inquiry domain for others to follow should they wish to set out on 
such a journey. The self-study guide and an accompanying facilitator's 
manual contain much of the information a would be initiator would find 
useful in getting started. It should be obvious however that the theory 
underplays the practice.
Ciil Experiential Inquiry has been shown to offer a rigorous and 
ethically sound synthesis that:
* honours the roles of teacher cum facilitator/ researcher/ person by 
addressing 3 concerns - managing classroom group learning and 
assessment ; communicating the research findings to others in the 
research community and attending to personal and professional 
development.
• enables the teacher and students to learn together in qo—operative and
innovative ways.
• develops personal and interpersonal skills within a group setting.
• involves the use of research tools and skills.
» integrate^ formal and informal learning; content and process.
• to borrow a popular advertising slogan, "researches parts other 
methodologies cannot reach".
• has involved my using all the skills, specific and ancillary, 
associated with the guidance and counselling role of the tutor in 
vocational preparation (FEU, 1982b, pp. 26 —33). And the bedrock of 
experiential inquiry involves the inculcation of values such as 
openness, equality of worth, trust, empathy and authentic 
collaboration (FEU, 1982b; pp. 22 - 23). The research process has 
fulfilled an underlying aim of vocational preparation (FEU, 1982b), 
which is:
to enhance the readiness of students to learn in a self­
directed way, in other words, to enable them to become 
progressively responsible for their own learning and 
development. . . and use experience as the relevant starting 
point for structuring learning, (p. 6)
• should interest and stimulate FEU personnel, HMI officials and other 
educationalists involved in this field of collaborative work be they 
teachers and/or researchers. I include my own college here.
In Phase 1, my college Steering Group expressed concern about the 
shift in methodology and on another occasion wrote of their not being 
convinced the project had achieved any results in terms of 
communicating the responses of students. I believe this thesis now 
addresses these concerns, although belatedly delivered, but with the 
additional and surprise rewards that time and experience brings, 
^^^o^t^nately, the key members of staff on that committee have now
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retired or left the college so I have been unable to receive their
responses to this finished product
•"adds to the range of teaching/learning strategies which a teacher
could adopt and provides a useful model for lecturers who might need
to develop Core Skills in learners but are not sure how to do so" (An 
FEU Development Officer. Private Correspondence. July 1992).
» helps diagnose, develop and assess Common Skills.
• contributes to initiatives round the area of Flexible Learning and
Core Skills in Action (FEU, February, 1992).
♦ highlights the interconnectedness of the personal, interpersonal and 
organisational learning domains.
These achievements can be tempered with the need to revise and develop 
other aspects.
7.2 IMPROVEMENTS AND REVISIONS.
[i] There is a need to continue finding ways of communicating "how to 
do co-operative inquiry" more effectively in order to generate authentic 
knowledge. If co-operative inquiry is simply a way "of learning from 
individual and shared experience" (Heron, in Boud<1981; p. 128) 
..."closing the gap between research and real life" (Heron, 1981a; p.
10)..."taking an idea to the test of your own experience and action in 
order to eliminate error in the idea (Heron, 1982a; p. 13)", then I 
should seek to explain the philosophy and procedures of co-operative . 
inquiry in a language that is more accessible to young people than it is 
to date. The revisionary use of language and transformational potential
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of dialogue (Freire, 1970; Weil and McGill, 1989) would seem to be 
important elements in enabling this wider access.
Cii] Many young people do not like extensive academic reading and 
writing; they prefer discussion and dialogue. Existing literature on the 
subject is not appropriate: my self-study booklet, for example, needs 
pruning, simplifying and brightening up. It should be used as one of a 
variety of learning tools and not be slavishly and mechanistically 
followed. Cartoons (in Randall and Southgate, in Reason and Rowan, 1981; 
p. 352) offer an engaging way of presenting complex information. Hall 
(in Reason, 1981; p. 453) suggests other forms of popular communications 
such as photo novels, magazines, brochures, still photographs, song and 
video tape recordings.
Ciiil Bristol Polytechnic (TES, May, 1992) have produced a series of six 
15 minute clips on two video tapes titled "Teaching and Learning Styles 
Observed". They are for use with student teachers or teachers on in 
service training and come with a set of tutor’s notes. The first video 
focusses on three GCSE lessons in a secondary school while the second 
looks at three lessons in a college of further education. The emphasis . 
is on teaching and learning styles rather than lesson content and the 
video consists of edited highlights of teachers going about their daily 
work. Tutor notes flag up possible points for discussion between 
students and tutors about their interpretations of what they have seen 
in the videos.
This type of material would be useful in communicating some of the 
essence of conducting experiential research. Obviously, video would not
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be able to capture all the detail of the research stages nor the 
complexity of the intra and interpersonal experiences but it would 
enhance the existing written material. After particular sequences, 
students and I could be shown reflecting on our inquiry and raising 
important issues such as group work, decision making and log keeping.
The title of the video could be "Teacher and Student as Collaborative 
Researchers". Publication of an attractive and accessible set of tutor 
notes and the filming itself could provide the basis for a collaborative 
venture with Design department staff and students within the college. 
Sources of funding might be available from bodies such as TVEI and those 
mentioned below (paras iv and v).
Civ] A couple of useful avenues to explore in promoting the use of 
experiential inquiry in colleges would be to approach BTEC and an FE 
teacher training section of a Polytechnic or University. BTEC are 
currently looking to publish exemplar materials on how to deliver Common 
Skills. The teacher training section might well be interested in 
developing/testing out such materials with trainee lecturers.
Cv3 An important initiative has occurred recently (July 1992) which, 
again, could offer additional help in cultivating co-operative inquiry.
A Research and Development Unit in my college was set up last year and I 
have now been invited to join this group. It is gratifying therefore to 
know that my "experience and expertise in action research" is sought 
after and that I am regarded as a change agent. An action learning set * 
has also been offered from January 1993. The unit and the set could be 
useful to me as a peer support group offering help and constructive
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criticism of the findings and policy implications of this thesis. A next 
step, albeit a big one and one that will extend over 3 or maybe 5 years, 
will be to embed experiential inquiry in the institution.
7.3 EMBEDDING EXPERIENTIAL INQUIRY VITHIfl THE INSTITUTION
Cil DCA can help here in bringing together some of the key institutional 
factors and new FE curricular initiatives that I have found to be 
related to successful experiential inquiry. A similar process might be 
followed as previously: defining the major concepts; specifying the 
relations between concepts in an information structure; stating these 
relationships in a sentence or two; building conceptual models from the 
information; describing these models and assessing their relative merits 
in planning for and directing educational change towards the successful 
embedding of experiential research.
Ciil Central concepts would seem to me to be:
(a) The Co-operative Experiential Assignment CCA] by which I mean the 
adaptation of the experiential inquiry process (Heron, 1981a; Reason, 
1988) as a learning and assessment programme whereby students and 
teacher move aware1y and systematically around the experiential learning 
cycle. .
(b) A Flexible Learning Framework [FL3. This is a very wide concept 
encompassing many curricular and organisational features (see Erault, - 
Nash et al, 1991; pp. 12 - 15 and section 7.5 below). At the heart of 
Flexible Learning is the aim to meet the needs of students as
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individuals and groups and to give the student increasing responsibility 
for his or her own learning. Regarding the development of experiential 
inquiry within BTEC arrangements at my college, I shall draw on what I 
consider to be the 3 most important features whilst recognising that 
successful embedding will occur when all aspects are synchronised.
First, we need a student centred ethos underpinning the content and 
teaching methods of the whole course team. Second, we need to make sure 
that the student/co researcher has direct access to relevant self-study 
materials and tutorial assistance in workshops/study centres and 
resource banks in addition to materials and guidance available in the 
"classroom" setting. Third, and most importantly we need a programme of 
staff development to promote facilitating skills; team building and 
developing student-centred resource materials.
(c) Course Team Development [CT1 represents an ideal type of course team 
arrangement in which most, if not all, teachers are knowledgeable about 
and trained in group facilitation and team building skills; share a 
committment to student-centred learning approaches (including Flexible 
Learning); build assignments with rather than give assignments to. 
students; and have undertaken some kind of action research or co­
operative inquiry themselves into some area of their personal and 
professional lives. A useful scenario would be for course team and 
appointed student representatives to negotiate a mutually agreeable and 
relevant assignment title; some area that is genuinely important enough 
to staff and students that they can research together albeit in 
different disciplines and from different methodological slants. So 
rather than assignments be the creation of staff, assignment making 
becomes a more collaborative process. Workable topics could be in areas
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such as Coping with Stress; My Relationship with the Environment; Time 
Management; Assertiveness at work; Career Planning; Self Assessment ;
Self Directing Learning; Achieving Competence, Quality and others that 
involve a serious attempt to learn from and learn by experience in a 
disciplined and systematic manner. My guess is that these personal 
management topics strike at the hearts and minds of students and staff 
alike.
(d) Other Links COL]. The potential for planning and developing full 
blown experiential inquiries with 16 - 19 year olds will depend on a 
number of factors contingent to college classroom activity. The extent 
to which the student is encouraged at secondary school to develop 
personal and social skills; undertake self—directed inquiry and practice 
effective study skills would seem to be important factors in 
contributing to the success or failure of college inquiries. Students 
who have studied and enjoyed GCSE drama and participated in PSE 
(Personal and Social Education) lessons appear to have an advantage over 
those who have not. Similarly, students who attend church discussion 
groups and youth clubs also respond favourably to co-operative inquiry. 
The extent to which the workplace is perceived as a legitimate arena to 
undertake personal development; work in teams and carry out self­
directed projects is yet another link in the chain'.'
(e) Organisational support [0S3 refers to the general approval and 
assistance given to innovatory research and curriculum development 
within educational institutions. In thought and deed, is the 
organisation a place that welcomes change and innovation or is it a 
workplace characterised by conservatism and traditional practise? Are 
innovators supported or thwarted?
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(f) Modularisation CMD] refers to a 20 hour "stand alone" unit of study 
for Health and Caring students incorporating the aims, objectives and 
methods of experiential inquiry in the format of the co-operative 
experiential assignment. This could be offered as a BTEC module at both 
levels of achievement (First and Rational) with successful candidates 
demonstrating competence in most, if not all, the Common Skill areas.
(g) Common Skills CCS] fLearning Skills) refers to the Common Skill 
areas laid down by BTEC for all levels of qualification. They are: 
MMAGIHG AHD DEVELOP IHG SELF,
WQRKIHG WITH AHD PELATIHG TO OTHERS,
COMMUHICATIHG
MAHAGIHG TASKS AHD SOLVIHG PROBLEMS
APPLYIHG HUMERACY
APPLYIHG TECHHOLOGY
APPLYIHG DESIGH AHD CREATIVITY.
They are seen as being applicable to all vocational areas, enabling 
personal effectiveness in working and adult life CCommon Skills Staff 
Development Unit, September 1991]. They fit well within the context of 
co-operative inquiry, enabling group members to articulate their 
thoughts, ideas, opinions and observations. The following Common or 
Learning Skills would therefore be required for the successful 
completion of most inquiries:
* Brainstorming activity as a way of extending creativity.
Time management and target setting as a way of fitting the demands 
of the research into other areas of their life, work and study.
• Problem solving and decision making procedures.
Reading skills that help researchers cope with academic text books
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dealing with research methodology; dictionaries and study guides. 
Skimming, scanning, reading to understand and reading for pleasure 
are all techniques co-researchers can use when appropriate.
* Note taking from lectures, books, and video programmes.
* Report writing skills including acurate spelling, punctuation, 
analysis and presentation of data.
* Discussion skills.
* Self and peer assessment procedures.
* Sorting and filing notes and research data,
(h) Integrated Common Skills CIC] refers to the appreciation,
understanding, application and assessment of Common Skills on the part 
of subject specialists within BTEC Health and Caring course teams.
Common Skills will be considered integrated when all staff, whether they 
teach Biology, Child Development, Data Investigation, Care of the Sick 
Child or any other subject matter, develop and assess Common Skills 
competencies in tandem with subject content.
Ciii] With the help of DCA, models could be built expressing the current 
position of experiential inquiry within the organisation and concepts 
and attributes adjusted to account for likely changes or planning in the 
wider educational framework. New elements could be"'brought into the 
information structure or new ways could be found to combine the present 
properties.
The concept requiring most attention now is Course Team Development. A 
useful course of action might be to set up a course team experiential • 
inquiry into student-centred or a better term self-directing learning.
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7.4 STAGE COACHING
Ci] I shall now offer up some advice and guidance to others who may be 
contemplating beginning experiential inquiry with students. I shall 
refer back to Heron's ( 1981a) model of experiential research as the base 
line methodology. It is also recommended that the reader consults the 
study guide (Appendix 6) for additional guidance.
Cii] In STAGE I the co-researchers meet to inquire into some aspect of 
their life, learning and work. They discuss and agree what is is they 
want to look into; what they already know and feel about the subject; 
and what procedures to adopt to actively explore these ideas more 
purposefully. They agree to observe, record, and monitor their 
experiences as data for the next phase of reflection. They also look at 
ways in which to check the validity of their work and in the case of co­
operative assignment work with BTEC students, the co-researchers 
negotiate the assessment criteria on which to measure the success of 
individual and/or group endeavours.
In just about every way the typical 16/17 year old BTEC or YTS student 
will need help in Stage 1. School leavers, for the most part, are 
unfamiliar with self-awareness techniques; training, needs analysis; self 
and peer assessment procedures; experiential learning; co-operative 
group work, independent research methods and data gathering strategies. 
Some may have dabbled in teacher led project work at school; others may 
have studied and participated in active drama lessons but the philosophy 
and methodology of co-operative inquiry will be quite new to them. 
Specific guidelines or group norms should therefore be negotiated with
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students to encourage, initiative, self disclosure and constructive 
feedback within a safe and interactive classroom.
More work along the lines of the Redbridge modular scheme would be 
helpful. This is a student centred and negotiated curriculum innovation 
that has been developed through TVEI: a 30 hour module, "Interpersonal 
relationships" CIPR3, certificated for GCSE. IPR encourages pupils and 
teachers to explore relationships: personal, family, school and social. 
Most work is oral and is conducted within the framework of issues and 
ideas without a specific content. The pupils enjoyed the module and felt 
that it enabled them to (TES 2.6.89):
build up confidence; get to know yourself; get to know others 
in the group; communicate better with people, not just your 
friends; work on your own; be treated as an adult; be friends 
with the teacher; talk about problems and see that teachers 
have problems too; help to integrate the sexes and help boys 
to become less wary about expressing their feelings
It is vital that this kind of pastoral work continues. It will not be
easy given the current government's obsession with mechanistic testing
and traditional, whole class teaching methods. Primary and Secondary
teachers may just feel too "snowed under" by paperwork to enterain
innovatory approaches to children's self awareness and group skills.
This would put them at a great disadvantage as they progress through
compulsory education into FE, the work setting and the world at large.
It would especially impair their participation and enjoyment of
experiential inquiry.
Ciii] The leading facilitator - inevitably, the adult teacher - should, 
naturally, be knowledgeable about and confident with the essential 
theoretical and practical tenets of Mew Paradigm Research and Co-
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operative Inquiry in particular. I recommend the following books and 
journals (Reason and Rowan, eds, 1961; Reinhartz, in Reason and Rowan 
eds, 1981; Boud, et al, 1985; Reason and Heron, 1986; Reason ed, 1988). 
How I describe co-operative inquiry to my students is along the lines 
of :
Its a way of carrying out BTEC assignments where all of us, 
the teacher included, test out an important personal and 
social issue by using our own experience and learning from 
it. From start to finish we all try to be responsible for the 
thinking and the doing that goes into the assignment; that 
means we not only come up with ideas we want to research but 
we devise ways of taking them into our lives and watch them 
develop as we go about our day to day activities. We have 
to be open and alert enough to have out pet theories 
overturned by the evidence we collect and the experiences we 
have. We then report our findings in ways that interest and 
educate other students and staff as well as being useful for 
ourselves.
The leading facilitator, probably the adult teacher, should develop 
confidence and competence in group facilitation skills. Because of the 
interactive and personal development orientation implicit in this kind 
of work, I would advise the teacher to undertake some kind of group 
facilitation and personal development training in order to manage the 
group processes and dynamics that inevitably emerge when persons 
encounter other persons and have their assumptions and habitual 
behaviour challenged.
I recommend the following books (Schmuck and Schmùck, 1971; Stanford and 
Roark, 1971 and Stanford, 1975; Johnson and Johnson, 1975a, b; Heron . 
1977a and 1986; Ernst and Goodison, 1981; Burnard, 1985). The first two 
are particularly useful for managing groups of young people and the oft 
attendant difficulties of undeveloped listening, attending and decision 
making skills.
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Group work skills are also taught at Surrey University as part of the
Human Potential Resource Group. But as Reason suggests (1988):
The aim of the facilitator is to work themselves out of a job. 
Their role is to bring the group together, to facilitate its 
development, educate members in effective group work, and at
an appropriate stage pass the facilitation over to group
members and to become an ordinary group member themselves.
(p. 32)
Civ] If the teacher is conducting experiential inquiry with groups with 
a view to turning all the hard work into an academic research thesis,
then s(he) is strongly advised to join a support group of "critical
friends" as well as establish an assertive relationship with his or her 
supervisor. I see the supervisor's role as a counselling one where s(he) 
can use different interventions to support the research student to 
produce his or her best quality work. Heron's model - Six Category 
Intervention Analysis (1986) is one I am familiar with. In this model 
the counsellor can work with the client (the research student) in six 
different ways aimed at helping the client develop skills, attitudes and 
knowledge; understand themselves more or solve problems (see Table 7.1). 
The researcher would be wise to ask for such counselling and monitor its 
effectiveness. One of the important learnings that has emerged during my 
reflections is that I know now that I needed more than I got or asked 
for.
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Table 7.1 Six Category Intervention Analysis (Heron, J., 1986)
Authoritative:
Prescriptive (giving direction) 
Informative (giving information) 
Confronting (challenging
supportively)
Facultative:
Cathartic (tension releasing)
Catalytic (drawing out)
Supportive (encouraging).
[v) It is important to spend sufficient time at STAGE 1 in building up 
friendships, openess and above all, trust (Brandes, 1982; Wooster and 
Wooster, 1985; Bond, 1986). As people get to know each other and 
learning needs emerge in conversation or emerge from needs analysis 
exercises (Boydell, 1976; Hopson and Scally, 1980; Bond, 1986), the 
group then has to spend time discussing whether the subject is important 
enough to continue researching in depth. The co-researchers need to see 
that such a committment is going to be worth all the effort; that there 
will be some sort of "pay off" in terms of fun, interest, relevance and 
a "good grade". A plentiful supply of flip chart paper or news print cut 
offs, available from paper manufacturers, could be useful at this stage 
as members brainstorm and map out their concerns and share relevant
personal opinions and experiences. It is tempting to bring this
divergent thinking to a close prematurely so that the business of 
propositional testing can be put into action. I do not advise this. A 
half-hearted decision to research a particular subject can lead to half­
hearted action procedures in the later stages. The students would 
disagree with this, feeling that "too much discussing what we're going
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to do at the beginning is a turn off and waste of time; its like we're 
going round in circles all the time”.
And there is no guarantee that any proposition, no matter how thoroughly 
negotiated and contracted, is going to go the full distance. People, may 
decide the subject was not as vital and interesting as they first 
thought or other events in their work and college life may take on a 
more immediate appeal. Nothing is ever certain but time spent on 
possibilia-mapping and re-mapping in the early stages can help to 
minimise the threat of broken committments and early closure.
Cvi3 In STAGE 2 the co-researchers, that is the students and teacher 
alike, take the decisions about what and how to research a particular 
topic; they do what they say they are going to do and record the 
outcomes and discoveries. Stage 2 may involve self-observât ion or an 
agreement to observe one another; it might include other agreed methods 
of recording experience. This stage involves the practical skills of 
working the research procedures using all the corrective feedback loops 
(Heron, in Reason and Rowan, 1981; p. 157). Initial hypotheses or 
propositions may undergo modification as co-researchers become alert to 
how the initial hypothesis fails to account for what they are actually 
doing and experiencing in their lives. Woven in wi'th this practical 
encounter is the difficult skill of "mindfulness".
[viil In STAGE 3 co-researchers become fully immersed in their practice 
with a critical awareness. Whilst directly encountering each other and 
their world, the co-researchers also practice an extra margin of 
consciousness, "bracketing off", as Heron (1981a) calls it:
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any prejudicial influence of the ideas they started with in 
Stage 1, so opening themselves to novel experience and 
discerning as far as possible what is actually happening.
(p. 5)
The state of consciousness required of co-researchers is one of inner 
alertness and mindfulness. It is to do with self-study in action (Heron, 
1981a):
balancing enquiry and action, discriminating critical 
awareness and committed active participation, conceptual grasp 
and experiential immersion, (p. 9)
Mindfulness is a skill aimed to prevent the validation of that
experience being merely self-fulfilling and uncritically attended to.
Co-researchers may forget that they are taking part in an inquiry. The
concentrated encounter with the subject of the inquiry is in the realm
of experiential knowledge. Unlike orthodox inquiry, the subject is fully
engaged in and living the research action and not the alienated subject
of someone else's questionnaire or experimental procedure.
Self-study in action involves the use of a whole range of personal
management skills. I include the knowledge of and practice in using the
experiential learning cycle (Kilty, 1982; Burnard, 1985): diary and
journal keeping (Philips and Hargreaves in TES 11.9.87): self monitoring
(Heron, 1977b; Ellis and Whittington, 1981; Bond, 19883: body and mind
awareness techniques [Stevens, 1971; Lewis and Streitfield, 1972;
Ornstein, 1984; De Mello, 1984): memory training (Houston, 1982;
Mulligan ed, 1988): observation and attending skills (Heron, 1973;
Stanford and Roark, 1974; Hoper, Kutzleb, Stobbes and Weber, 1975):
mindfulness techniques and disciplines (Tai Chi; Alexanders Inhibiting
technique; the Gurdjieff "Stop" exercises in Masters, 1981).
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I would suggest that neither I nor students are practiced in 
demomstrating the kind of discriminating awareness that Heron (1977b) 
implies. So, what we do and how we self-monitor our action inquiries 
remains unchartered. Maybe we do these things but have not given a name 
to the experience or we do them minimally or unawarely. If, as Masters 
(1981) suggests, the skill of mindfulness takes years of practice, then 
we will have to settle for something less ambitious. I would suggest 
that the students, and to a much lesser extent myself, might usefully 
begin to improve on daily diary and journal keeping with the added 
committment to remain ”awake" and "self remember" as best we can.
Sharing experiences in the group and short execises connected with 
observing self-in-action might help here. A version of a technique 
called correspondence training has been used successfully with 11 year 
olds (Merrett J. and Merrett F, 1992). The aim of the project was to 
help pupils move on from an "immature teacher dependent mode of working" 
to one where they might define their own objectives and develop their 
own ideas. The teacher would still be aware of the work and have some 
control over it. The essence of correspondence training is that aims are 
made very clear and feedback is given whether these aims are being 
achieved. During two separate hour long sessions, a bell was rung every 
10 minutes. The children were asked to notice what', they were doing at 
the time and give themselves a tick if they were "on task", with another 
tick if they were working "well". The children liked this technique and 
asked to repeat it. "Using our time well" became a catch phrase among 
the children and at the end of the experiment, they showed greater self- 
awareness and each child on average produced twice as many pieces which 
had no teacher input; taken as an indication of original, thought.
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I am intent on practising "noticing" skills more fully than I have done 
before. This is a particularly weak area. I am keen to try out William 
Torbert's (1991) notion of "consciousness in the midst of action - a 
special kind of widened attention that embraces all four territories of 
experience (intuition, reason, one's own action and the outside world"
(p. 221). I have purchased a microcasette tape recorder to aid quick and 
spontaneous recording and review. I am also finding it useful on my 
journeys to and from work for reflection purposes. I call it "walking 
the talking".
tviii] Having engaged deeply with their experience in Stages 2 and 3, 
the co-researchers return in STAGE 4 to reflect and make sense of what 
they have been doing. This will involve revising and developing the 
ideas and propositions with which they started the inquiry. It might 
involve reporting this knowledge in writing or involve more intuitive 
forms of knowing such as drawing, poetry, dance and drama. After the co­
researchers have made sense of what they have been through, they can 
decide how to develop further cycles of inquiry.
Again, I must stress the importance of having the issues clearly 
delineated at the beginning of the inquiry in the form of a definition, 
map, working hypothesis or theoretical model so that members know what 
they are inquiring into, in order to collect the data on which to base 
their enlightened conclusions. The Confidence inquiry erred on the side 
of divergence and breadth, resulting in the difficulty of making 
definitive sense of the conclusions. Our class chose to use the more 
expressive forms of reflection and consolidation in Stage 4 as 
illustrated in the decisions to use video, drawing and play making to
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tell our stories about confidence. Writing therefore is not the only 
outcome of co-operative inquiry.
This group was not alone in preferring more discussion based activity to 
"writing". Discussions, they say, enable them to learn from each other; 
one person's remarks sparks off their own ideas which help develop a 
momentum for others. Discussions enable participants to be themselves 
and use idiomatic language. They can be noisy affairs as members pursue 
a favourite idea or disagree a course of action. It is important 
therefore that the teacher works in a classroom that has easily moveable 
furniture to allow for discussion groups to be formed and active games 
to be played and not so thinned walled that the noise distracts adjacent 
classes. Discussion skills are important at every stage of the inquiry 
and I feel that their ability to use these skills would be enhanced if 
other teachers were willing and able to lead well organised discussions,
7.5 INTEGRATION OF EXPERIENTIAL INQUIRY VITHIff THE FLEXIBLE
LEARNING FRAMEWORK: AND INTEGRATION WITHIN BTEC COMMON SKILLS.
Ci3 In 1992, experiential inquiry, in the arrangement of the co­
operative experiential assignment, can sit comfortably with two 
developments that have far reaching implications for the 16 - 19 
Curriculum. These two developments are Flexible Learning and BTEC Common 
Skills.
Flexible Learning has been in existence for about two years and
according to Tomlinson and Kilner (1990b) is:
an approach to the delivery of education and training which 
emphasises adaptation to the varying learning needs of students 
and the promoting of their learning autonomy within a framework
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of appropriate support, (p. 4)
This approach has been developed and promoted by the Employment
Department. They believe that in order to achieve a flexible workforce
of the future we need to develop a flexible approach to education and
training. Launching the new flexible learning framework at Westminster
early in 1991, Employment Minister, Robert Jackson said (cited in
Insight, Dept of Employment):
Government has set a number of priorities for training and 
enterprise which relate directly to education. By placing the 
student/teacher partnership at the heart of the learning 
process, flexible learning will ensure that young people 
have the motivation to achieve their full potential and that 
they devlop those skills that the economy needs, (p. 8)
Cii] The Flexible Learning Framework involves 3 main components:
(a) A managed framework of learning contexts, tasks, and experiences.
(b) Tutor - student interaction.
(c) Organised learning resources.
The Employment Department journal INSIGHT (Spring 1991) emphasised that 
the flexible use and management of resources, activities, time and place 
will:
encourage the individual to take greater responsibility for 
their own development (p. 8)...and that flexible learning puts 
a very strong emphasis on teacher and student working together 
so that the student can learn how to plan and manage their own 
learning...and actively discover things for themselves, (p. 9)
In another document published by the Department of Employment, Tomlinson
and Kilner (1990a) point out:
For the teacher flexible learning is very challenging and 
potentially very rewarding. Such approaches are often more • 
demanding of the teacher than traditional methods. In addition 
to specialist subject knowledge flexible teachers will need 
skills in co-ordination, monitoring, group structuring, 
resources and personnel management. These need to be based on, 
as far as possible, a non-authoritarian stance in which
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respect for the views of the student is implicitly and 
explicitly expressed, (p. 6)
Ciii] Up to this point my research and the above seem to be alligned.
However, 3 lines later the authors state (1990a):
The function of a teacher is to assist the student in 
achieving intended learning outcomes. The competent flexible 
teacher is able to assess, negotiate and enable the most 
effective route to acquiring the desired knowledge or skill, 
for the particular student, in a particular situation, (p. 6)
And it is here that I detect a tension emerging with the generally
heuristic and exploratory tenor of the co-operative experiential
assignment in which process plays such a vital part in the learning
situation. So while it is important to plan one's journey through the
curriculum, I am anxious that it be a guided tour rather than a route
march.
Civ] Another tension which the authors address (1990b; p. 32) is that of 
combining the notion of self-chosen development goals implicit within 
humanistic psychology with the aim of achieving externally defined and 
publicly accessible competence. Indeed, any process of student-centred 
and negotiated learning will bring about a tension with externally set 
goals as such goals become more specific in the Rational Curriculum and 
Rational Vocational Qualifications.
Cv] Another concern for me is that the definition of Flexible Learning 
as being a part of the curriculum organised to meet the learning needs 
of students as autonomous individuals might remove the essentially 
social process of learning. The danger is that flexible learning might
360
be seen by some educational managers as way of providing students with
self-study packs with minimum tutor and peer support. Tomlinson and
Kilner (1990b; pp. 24 - 28) address this issue by drawing on modern
research and suggest that active learning might be assisted by peer
collaboration and co-operative learning:
Peer based learning involving such processes has been shown 
capable of furthering cognitive development and educational 
motivation given such conditions as open debate and mutual 
respect (p. 28)
Group inquiries are interactive, participative and dynamic; importantly,
the focus moves from student as class member to student as group member
and the learning implications for the role change are important. As
Abercrombie (1978) says:
The small group offers a medium for a different kind of 
teaching and learning. Thought develops quite otherwise in 
interactive discussion, changing in pace and duration, often
diverging, running into a blind alley or quite off the map,
often backtracking, revising, clarifying, enlarging and 
enriching a point that may have seemed settled already 
(p. 151).
[vi3 Tomlinson and Kilner (1990b; p. 30) summarise their review of 
Flexible Learning in the light of current educational theory by 
emphasising the importance of interaction designed to promote intended 
learning; the view of learners as actively intelligent participants in 
the processes of learning; and the corresponding notion of the teaching 
role as providing support for this active learning process in a variety 
of ways according to phase, circumstance and other aspects which the 
interactive view would signal. These views would seem to be compatible 
with the development of experiential inquiry.
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They authors highlight the importance of learners and teachers acquiring
the kind of metacognitive skills (learning skills) that underpin the
interacctive leaning process and stress the currently undeveloped
application of these competencies:
Autonomous learning requires the deployment of metacognitive 
skills. Evidence indicates that these competencies need 
explicit development (p. 19)...with its emphasis on active, 
group work and discussion, the flexible approach is in a 
position to harness the potential of these approaches. Success 
will require flexible learners and teachers to develop 
competence in a wide array of new interactive and 
organisational skills in both the academic and social arena.
(p. 30)
tviil Many of the above points have implications for the dissemination, 
implementation and development of the flexible approach amongst teachers 
and lecturers. The broad nature of the features which characterise 
flexible learning rule out a description of the approach as a series of 
techniques. What is needed, say the authors, is for teachers to 
articulate their practice in the essentially interactive forum of the 
classsroom so that particular teaching styles and strategies can be 
evaluated and tried out in other similar settings. The experiential 
research method is certainly one approach that places the learning 
process more effectively at the centre of things within a framework of a 
teacher/student partnership. But I would argue that the experiential 
assignment provides one of the more reciprocating and egalitarian 
teacher/student partnership varieties within this framework.
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7.6 BTEC COMMON SKILLS DEVELOPMM1&
[i] Since 1986 Comman Skills have been a key feature of BTEC 
philosophy. Common Skills are seen as being applicable to all vocational 
areas, enabling personal effectiveness in working and adult life. Faced 
with choices in work, education and training, Common Skills enables 
individuals to take reponsibility for all aspects of their lives.
From 1991, Common Skills will be delivered within a competence-based 
framework. The skill areas have been revised from earlier guidelines as 
follows:
* Managing and developing self
* Working with and relating to others
* Managing tasks and solving problems
* Communicating
* Applying numeracy
* Applying technology
* Applying creative and design skills.
Each skill area has been defined in terms of a set of competence
objectives. For each competence objective, performance criteria have 
been written. The criteria will be used for the assessment of the 
objective and will establish the level. Range statements have also been 
written for each competence objective. These further help to define the 
level and provide a context for the competence objective, which is the 
same for all vocational areas.
[Ü] As of September 1991, I have been reponsible for delivering and co­
ordinating Common Skills for the following BTEC Health and Caring
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courses: YTS First in Caring and the First and Second Year Nursery 
Nursing courses. I have also continued to facilitate the Social 
Development modules on the First and Second Year BTEC National Health 
Studies programmes.
A quality criteria and performance indicator required from BTEC in a 
recent circular (16th September, 1991) is:
* of a "planned approach to the systematic development of all Common 
Ski 11„. compe t enc i es" :
* within the programme there are planned opportunities for the 
progressive development of all Common Skill competencies:
* the team integrates the development of Common Skill competencies into 
the programme :
* relevant Common Skill competencies are clearly stated in student 
briefs for appropriate learning activities.
I have been able to achieve all of the four above objectives in my teams 
and I am now looking forward to focussing on developing other features 
of the institutional model discussed earlier.
[iii] I have argued therefore that the developments in Flexible Learning 
and Common Skills have much to offer, as well as gain from, the findings 
of this research; namely, extending experiential Learning and inquiry 
into the 16 - 19 vocational education curriculum.
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7.7 WHAT’S MISSING FROM THIS RESEARCH
Ci] I should now like to discuss areas of concern that have not been 
given the coverage in this thesis that other commentators might wish to 
pursue in greater depth. My focus has tended to be on the personal 
growth learning environment, paying insufficient attention to how the 
social context outside of the classroom may also shape our personal 
experiencing. This is a particular feature of my work in phases 1 and 2 
when so much time and energy seemed to be spent in managing, or more 
properly mismanaging what seemed to be the organisational barriers to my 
conducting research.
Cii] The importance of an institutional ethos favourable to group work
and associated areas of development (my italics) is stressed by
Abercrombie (1978):
The group situation occurs within an institutional situation 
and one hopes that the one influences the other. A group 
will get going more quickly and easily if the institutional 
climate is a favourable one; if it is not too syllabus and 
examination bound, not too authoritarian, paternalistic or 
anonymous, and not too careless of the personal needs of its 
students nor denigratory of their potential for autonomous 
learning, (p. 49 )
I innovated amidst a climate of distrust, misunderstanding and outright 
hostility from some influential colleagues. I did not really compromise 
with the organisation which at that time was functioning, as I perceived 
it, in an authoritarian and hierarchical fashion. I took my chances and 
fielded the many negative responses that came my way. What supported me 
was my belief in what I was doing and the positive feedback I received 
from most of the trainees. Uevetheless, there were times, especially
365
prior to and after the Programme Review Team meetings, when I did feel
anxious and insecure, and therefore did not do justice to the aims of
the research. In that sense, I was operating in a "disabling"
institution and the results might have been quite different if the
culture of the organisation had been more innovative and liberal, or if
I had had the organisational development tools to have managed the
resistance more effectively (Leigh, 1988; Morgan, 1989).
Robert Krim (in Reason ed, 1988; pp. 144 - 162) undertook "action
inquiry" (Torbert, 1992) in an effort to create a new organisational
culture within a major city hall in the United States. He provides a
vivid account of the often painful personal learning that took place as
he attempted to facilitate change in an unsympathetic environment. He
gives the view that managers who use a "reflective practitioner" model
will not have an easy time of it; neither from their organisations nor
from the personal anxiety stirred up by stressful confrontations. Schon
(1991) outlines the difficulties the reflective manager will face:
When a member of a bureaucracy embarks on a course of 
reflective practice, allowing himself to experience confusion 
and uncertainty, subjecting his frames and theories to 
conscious criticism and change, he may increase his capacity 
to contribute to significant organisational learning, but he 
also becomes, by the same token, a danger to the stable system 
of rules and procedures within which he is expected to deliver 
his technical expertise. Thus ordinary bureaucracies tend to 
resist a professional's attempt to move from technical 
expertise to reflective practice. And conversely, an 
organisation suited to reflective practice would have features 
very different from those of familiar bureaucratic settings 
(pp. 328 - 329).
Mot only must the experiential researcher manage the research and group 
process but also the personal and political process of working amidst • 
collective, institutional resistance. An organisation that is not able 
to engage in experiential self-study in order to discover incongruities
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between its theory and practice, will either intentionally or 
unintentionally distort the findings of the initating actor/researcher 
operating in that system. The practice of effective educational research 
requires a genuine collaboration and a shared wish amongst parties to 
produce valid social knowledge.
Grim (1988) suggested that an experiential inquiry be implemented into 
the organisational culture of our college and at the centre of the 
investigation would be the identification and description of perceptions 
of what the college is about in terms of aims and objectives, values and 
assumptions.
t iii] Morgan (1989) presents the intriguing notion of analysing 
organisational life in terms of the metaphors we often use to make sense 
of the organisations in which we work. For example, we often talk about 
organisations as if they were machines designed to operate unhindered by 
human intervention. This mechanistic thinking often results in its 
members feeling like "small cogs in a big wheel". Or we might view 
organisations as cultures made up of the values, beliefs and shared 
understanding that make up organisational life, A carefully designed 
diagnostic reading and critical evaluation of the organisational events 
that beset my inquiry, would have led me to consider the organisation as 
"a political system" (Morgan, 1989; pp. 141 - 194) made up of the 
different sets of interests, conflicts and power dynamics that challenge 
the notion of the rational, integrative system. A valuable avenue to 
have gone down would have been to view the organisation as a "psychic • 
prison" (Morgan, 1989; pp. 199 - 228) in which both I and my main 
protagonists in Phase 2 were somehow incarcerated by (Morgan, 1989):
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our own thoughts, ideas, and beliefs, or by preoccupations 
originating in our unconscious mind. Could it be that our 
favoured modes of organising manifest an unconscious pre 
occupation with control? Or a form of repressed sexuality? Or 
a fear of death? Or a desire to minimise or avoid anxiety - 
provoking situations? Could it be that our ways of organising 
are designed to protect us from ourselves? (p. 15)
This metaphor invites us to explore the hidden dimensions of our taken
for granted worlds and how we might unconsciously be blocking change and
innovation.
Morgan (1989) emphasises the point that our thinking about organisations 
influences our organisational behaviour. If we can learn to think in new 
ways such as seeing the organisation as an "organism” (Morgan, 1989; pp. 
39 - 71) with it having to adapt within a wider and often turbulent 
environment or as a process of "flux and transformation" (Morgan, 1989; 
pp. 233 - 267), then new courses of action will emerge.
[iv] Other critics might suggest that the generally humanistic flavour
permeating this thesis is a-political, tending to adjust mainly working
class young people to the dominant norms of an unequal society rather
than advocate the transformation of their oppressive realities. Whilst
experiential research has been shown to be a valuable educational and
personal growth experience for young people, there is little evidence to
demonstrate the kind of social action that Davies (1979) would advocate
from a co-operative model of personal and social development:
a major outcome (.of the co-operative model) will be that young 
people will act together in more self conscious and organised 
ways - that they will form or join pressure groups, trade 
unions, political parties and so on. (p. 3)
I am aware that the perspective I have adopted does not adequately
address the structural dynamics of class inequality. Class struggle has
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ji0ygi~ been on "the agenda in tbe workshops, conferences and. training 
sessions X have attended in connection with human potential work. 
Participants in the "personal growth" movement are, like me, generally 
white, professional and middle class and use an elaborate and unfamiliar 
linguistic code that naive groups find either mildly amusing or wildly 
confusing. Few working class people have the time, confidence or 
financial resources to undertake extensive personal growth within the 
present educational environment. Besides, I would presume to suggest 
that some very good livings are made helping industry manage the working 
class more "humanely" as well as more profitably.
[v] Lather's (1986) search for an emancipatory social science leads her 
to consider the notion of "research as praxis":
explicitly committed to critiquing the status quo and building 
a more just society, (p. 258)
and proposes that the goal of emancipatory research is to:
encourage self—reflection and deeper understanding on the part 
of the persons being researched at least as much as it is to 
generate empirically grounded theoretical knowledge (p. 266).
She notes that the vast majority of teacher-based action research;
operates from an ahistorical, apolitical value system which 
lends itself to subversion (p. 263) by those (Tripp, 1984): 
who are tempted to use merely the technical form as a means of 
engineering professional teacher development, (p. 20)
Kemmis1 (in Boud et al, 1985) central thesis is that reflection is a.
political act which either hastens or defers the realisation 
of a more rational, just and fulfilling society (p. 140)
and goes on to present 7 points about the study and development of 
reflection.
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Both academics seem agreed that emancipatory action research in
educational settings involves participants.in (Kemmis in Boud et al, 
1985):
planning action (on the basis of reflection); in implementing 
these plans in their own action (praxis); in observing or 
monitoring the processes, conditions and consequences of 
their action; and in evaluating their actions in the light of 
the evidence they collect about them (returning to reflection) 
as a basis for replanning and further action.
This is the spiral of self-reflection composed of cycles of 
planning, acting, observing, reflecting, replanning, further 
action, further observation and further reflection (p. 156).
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YTS FIRST IET CARIRG CONFIDENCE INQUIRY GUIDELINES
BTEC ASS IGNMENT GROUP :
TUTOR; Pete Ridge
-Situation
The opening ideas for such an inquiry are*
'• a5Si” t « -  theme -
2. Figure out and plan some possible activities that will enable 
us to become more confident in our differing roles
îssMâ&r ±\i3 $z s s x s s s
part or the assessment grade,
Ue are ai! taking part therefore in a research project - a research 
p.uject into our own experience of the term "confidence".
Activity
1 . Meet 1st November for 1 hour. Pete Ridge explains what croup
have* 15 about and answers any questions that the members
aSked aIso to exPres5 any hopes, doubts and fears aboututiKing part,
approach is usually a good way to "get the ball rolling". After a 
S““ Ut-UT  vi”e WS deC:de ss 5 Sroup what the main problem is that we 
m?ït.tnv / n5’f,1'5 ; Ws then have to decide on ways in which we
and eut ofThet?aisroomaSS °Ui' tG m°re «"fident in
*• S y t f - -
‘f" dJ'=c^55 what happened; how did our experience match our tirst ideas.
^ . r V w e? 40 c/ t nse r  get rid of our first ideas? This is also 
‘ T°?,tlme f*r Pete Ridge to teach some concentration 
-N- rma.iur, at ills in preparation for the next phase. Homework will 
le=annCarly Un practicing and trying out what comes out of,this
4, On the 15th November we discuss in the classroom how we are getting
on with our research and firm up any weak links in the practice of 
observing and recording "true" experience. We practice further self 
awareness and concentration skills for the remainder of the lesson,
5, We go about our business for the next two weeks in and outside of 
our work" places. After continuing to observe ourselves in action 
with other people and in various situations and recording our 
experience around the research aims, we get together in the 
classroom on 29th November to consider how we can communicate 
our findings, We might wish to write a report; make a drawing, 
write a poem; present an audio cassette or all 4, This final phase 
of the research must take account of any changes from 2 and 3 above, 
Our findings must take account of the following ;
- What were the original aims of the assignment and why were they 
i m p o r t a n t i f  at all?
- in our own.words how would we describe the design and method of 
group research. Is it an appropriate way of researching our 
confidence and improving it,
- What problems and successes did we have in carrying out the 
research design, Did we meet with any barriers?
- what have been the milestones in our research. What are our 
findings that have come out from our data gathering and 
observations?
- What have we learned about the topic we have been researching; 
what have we learned about doing this sort of research, .What 
guidance would we give teachers and other young people who 
would set off on such a research enterprise?
- yhats still left incomplete from this research?
Skills
1, Self development and management skills
2, Communicating and working with others
3, Problem tackling, decision making and 
investigating
4, Practical skills
5, Design and visual discrimination
Related Principle 
Objectives
Links with other units
1 , Behavioural and Community Studies 
2, Common Sk i1Is
Time limit
Set; 1st Nov 1983 
In; 6th Dec 1983
All work to be stapled or bound in some way
I  ZXZ 4
CONFIDENCE INQUIRY ADDITIONAL GUIDELINES
15th November YTS Caring
SIT W TIQN.
1, Has everyone a definition, description, or map of what constitutes 
"confidence" however rudimentary [basic],
2, Has everyone begun to understand;
£ some of the situations where we are [a] confident
Cb3 unconfident
* Possible reasons for our lack of confidence such as school and 
family experiences
what happens when we are un confident [do weblush; go into our
shells; go over the top,,,,"mouthy"; mumble our words; talk in a 
whisper]
t what happens when we are confident Ewe haven'6 really done this 
have we?]
3, Anything else outstanding? How are you finding writing up this 
research? I
4, Uhat‘s the next stagey The research will now be directed to a more 
disciplined,,,,,we have to start concentrating and paying attention 
to what we are doing,,,,, stage where you will be expected to gather 
data [information in other words] from your own lives. This 
information is very important in making the research "scientific" as 
opposeu to "mere chat"; this evidence allows others to assess your 
findings and conclusions to see what they can learn about doing
group research into confidence", It also allows people to check
whether your conclusions match your findings ..whether in fact
your conclusions "have the ring of truth about them" [validity]
* Over the next week I want you to monitor yourself [which means I 
want you to pay attention to your thoughts, feelings and actions as 
you go about your life, in and out of work],
* I want you to monitor and record in some way (logging) those 
occasions when you feel your confidence "go", Record and describe; 
Ea] The situation - where did it take place and who with?
Eh] What happened?
Cc3 How did the situation/ conversation/ action etc affect you — 
how did it make you feel/think and act
5, »o uay [15th Nov] I shall teach you some self awareness/ self
ub^wrvation skills that will be essential for carrying out this sort 
of "personal research"
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FOREWORD.
In this assignment we shall be working individually, in pairs and in
groups in order to learn more about ------------------------------
and explore the relevance of what we find to our own lives. We shall be 
using the research method called Co operative Inquiry which enables us 
to learn from experience and reflection C experiential learning] in a 
disciplined and systematic fashion. It allows us to work with others in 
the group; both act and think; be both the subject and researcher; 
create as well as participate in the inquiry.
At the end of this assignment we shall have practised the following 
skills :
1. Research - information gathering; goal setting; analysing and 
reporting data
2. Report writing; presentation skills
3. Self and, if appropriate, peer assessment skills
4. Negotiation skills
5. Planning, time management skills
6. Group work skills [listening, co operating, contributing, leading, 
encouraging others and managing conflict]
7. Self awareness
We shall draw on a number of reference books and materials which are 
compiled in a much larger manual located in the library and study 
centre. Also located in the manual is a list of research terms and what 
they mean...just in case you get stuck.
This assignment should provide a relevant, useful and hopefully, 
enjoyable, learning exercise for between 20 and 30 hours.
It will commence on the week beginning and be completed on the
week beginning . We shall have a mid stream review on the
week beginning
The guide is aimed toward working with B TEC First and National students 
on Health and Caring courses, mainly 16 - 19 year olds in FE. The 
subject areas that lend themselves best to co operative inquiry are 
Sociology, Psychology, Community Assignment, Investigative Assignment, 
Health Education, Logical Investigations, Interactive and Interpersonal 
Skills and Common Skills.
The guide has been devised to be of use to group participants working 
with a facilitator. It is an abbreviated version of a much bigger self 
study manual which is referred to above. Spaces are provided for group 
members to record their learnings over the eight session period in 
readiness for final presentation.
The symbols one will encounter in this guide mean the following:
S refers to the study aims or objectives
? refers to self check or review questions
A refers to an activity or exercise which can be tried out
B refers to a book which might be worth consulting
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BACKGROUND TO THE CO OPERATIVE INQUIRY ASSIGNMENT
The Co operative Inquiry Assignment is an idea that I, Peter Ridge, have 
developed, from the work of co operative experiential inquiry I Reason 
and Rowan eds 1981] [Reason ed 1988]: research that is with and for 
people rather than on people.
In many ways the co operative experiential assignment might be seen as 
the junior version of co operative inquiry, reflecting as it does the 
root philosophy and methodology in which:
"all those involved contribute both to the creative thinking 
that goes into the enterprise - deciding on what is to be 
looked at, the methods of the inquiry, and making sense of 
what is found out - and also contribute to the action which 
is the subject of the research. Thus in its fullest form the 
distinction between researcher and subject disappears and all 
who participate are both co researchers and co subjects. Co 
operative inquiry is therefore also a form of education, 
personal development and social action" [Reason ed 1988 pi]. 
Following on from this:
CO OPERATIVE ASSIGNMENT WORK is what it says -
* 1 Ithe recognised, salaried teacher) do not set the assignment, wê.
{the recognised students and teacher) set it whenever possible
* I_ do not create the tasks, us. create them
* You do not just carry out the assignment, wg_ carry it out
...... whenever possible
* I. do not wholly assess the results, wg. assess our results in the light 
of the aims we set ourselves, the criteria we adopt to monitor the 
inquiry and the experiences we have.
BUT IT ALSO CONTAINS OTHER FEATURES:
• the content of the assignment will be related to the syllabus aims. 
You will be expected to draw on the wisdom of published sources but 
the main thrust will be draw on your own direct experience of the 
subject matter.
» the results can be:
practical C in terras of a skill learned; attitude 
changed or knowledge of the subject gained]
proposîtional Lstated in terms of theoretical propositions or 
argument - the stuff of text books!]
5
artistic [in terms of a video recording; painting and drawing; 
drama activity; poem; or dance]
♦ the assignment’s validity [the "soundness" of the endeavour] will rest 
on the ability of group members to use appropriate assessment 
criteria [usually 10] that they can apply to their work at 
different stages of the assignment.
♦ this kind of assignment work does justice to the philosophy of B TEC 
and the aims and objectives of the above BTEC subject areas.
* It is student centred
* It uses group work strategies and integrates Common Skills. It is
especially important for developing the self directing capacities of 
people
* It is research/assignment based
* The teacher is a facilitator and often an equal participant in the
inquiry process. The roles of teacher and student become more
mutually supportive rather than separate
* It uses tutor, self and peer assessment as the assignment marking 
process
* It is a major contribution to personal and social development 
[ Mulligan 1986]
* It is a way of systematically and aware1y going round the 
experiential learning cycle Cin B TEC Staff Development guidelines]. 
See overleaf:
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Experience 
{Doing, acting)
-7
/
Forming plans Reflective Observation 
{Thinking about; 
reviewing)
Conceptualisat i on 
{Theorising; generalising based on 
evidence gathered)
Fig 1. The Experiential Learning Cycle
So far at Eorthbrook there have been co operative inquiries into 
Personal Experiences of Organisations and Management ; Stress; Gender, 
Confidence ; Environment; Family; Adolescence; Fitness; Discipline; Mon 
Verbal Behaviour; Aids; Prejudice and Alcohol.
1.2 HERE'S HOW THE METHOD WORKS
[a] Someone, usually the teacher/facilitator, suggests studying a
relevant subject in depth - do some personal research within a group
[bl We brainstorm ideas connected with the subject to see if a proposal 
emerges that we can look at deeper and test out in our experience.
[cl We, the co researchers, agree on an area for inquiry and discuss 
initial research propositions - what it is we are going to be 
exploring?
* Past groups have explored all sorts of personal concerns. One group 
explored gender roles - thoughts, feelings and expectations of 
being young men and young women in society. Another group decided 
to examine how stress affects our lives and what we could do to 
manage it better.
setting.
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In another inquiry we attempted to put into action some procedures 
for improving "fitness" according to our own definition of the term. 
A Nursery Nursing group decided to monitor the ways we affect the 
environment.
• We also agree to some set of procedures by which we will observe and
record our own and each others experience of the subject matter.
Cd3 We then, as co subjects, apply these mapping and /or
developmental procedures (at work, home or together in the 
classroom).
• A YTS group researched Confidence, and monitored [kept a close eye 
on] the procedures we developed and agreed in class, in and out of 
college.
• In a Nursery Nurse group we monitored our prejudices whilst a 
previous Health Studies group paid careful attention to the subject 
of Alcohol in our lives.
At this stage, we need to be particularly alert to the subtleties 
of experience. How does the experience match our original ideas?
This is practical knowing and the skills of 
"noticing" are important.
The initial hypothesis or proposition may undergo some changes, In 
this and the following stage, we, the co researchers will be 
especially alert to how the hypothesis or proposition falls short of 
accounting for what we are actually doing and experiencing
[e] We become fully immersed in mutual encounter and experience.
We are fully open to what we experience in the encounter when 
applying the procedures but we are also "mindful" of any prejudices 
or preconceptions that we might be carrying.
This stage is fundamental. Fully engaged in the experience. This 
involves mainly experiential knowing.
We may even forget why we are doing the research. We may become 
bored or excited. We might forget or fail to carry out and record 
the agreed procedures or we might stumble on unexpected and 
unpredicted experiences and develop creative new insights....
[f] After an appropriate period involving stages (4) and (5) we, the co 
researchers, consider and discuss the original propositions. We 
take account of modifications from stages (4) and (5), then 
formulate the final conclusions which may lead us to:
• Accept some or all reject some or all of the initial research
propositions as a function of the research procedure
» Produce some evaluative statements about the research procedure and 
its impact on the research conclusions. So this involves a critical 
return to propositional knowing
• Propose further hypotheses and/or for future modifications to 
the research procedure to be tried out in some future research 
endeavour
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1.3 MAP/MODEL FOR CARRYING OUT 
CO OPERATIVE EXPERIENTIAL 
ASSIGNMENTS
LEARNING/RESEARCH METHODS 
PROCESS - criteria?
PROBLEM/SUBJECT/ISSUE 
CONTENT - criteria?
LESSON 
DESIGN 
co operative 
assignment
ASSIGNMENT
IN ACTION
diaries;
logs
VHATS LEFT TO - 
thats incomplete
OBSERVATIONS/
DATA/
FINDINGS
)V TO DO IT
MAKING SENSE/ 
INTERPRETING 
validity 
criteria
CONTENT
LEARNING
PROCESS
LEARNING
FINAL RESULTS - guiding others on how to do co operative research
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1.4 VALIDITY ISSUES/CRITERIA
The primary claim to validity, or put another way, “soundness" of the 
research findings is its emphasis on our direct experience of the 
subject matter.
The first issue is then is:
[a] Can we describe what it is that we are expeiencing or have 
experienced? Can we map out or describe in some way the kinds of 
experiences we've had during the research?
The second issue is to do with accuracy:
[b] How sure are we that our conclusions are accurate and follow on
logically from the preceding research stages?
Do the conclusions seem consistent with the rest of the research 
effort or, somehow, arise out of thin air?
The third issue for validity is about meaning; about the sense we make 
of data. We often want to interpret as well as describe our findings. 
Explanations of co operative inquiry are more convincing and seem 
"right" when interpretations of social phenomena are inter-subjective 
(agreed amongst ourselves after careful discussion and analysis).
L c] Do we as the co operative inquirers tend to agree the findings? Do
they have the "ring of truth" about them and seem "right" for us -
we who have undertaken the project and experienced those 
things?
The threats to validity in co operative inquiry are as follows:
» If the issues or topic in question are not sharply defined and co 
resarchers end up losing the thread of what they are supposed to be 
researching
• If we fail to hold in check our subjectivity and objectivity. By being 
subjective, we focus on fulfilling our pre conceptions; by being 
objective we focus on the outer world and ignore, aware1y or 
unawarely, our part in the process of creating knowledge about such 
phenomena.
The fourth issue for validity is clarity of the focus of the topic:
[d] Have we been clear about what it is we've been investigating or got 
lost or confused? Has the focus been blurred?
The fifth issue is to be aware how we might be letting any of our 
personal problems get in the way of experiencing the research. Deveraux 
[ Reason and Rowan 1981 pp77-833 puts forward a good case to illustrate 
how the validity of a research inquiry may be threatened by unaware 
subjectivity and countertransference whereby the researcher projects his 
own internal problems and disturbances onto the world he is studying. As 
a result what counts as social science research may end up as unaware
10
autobiography. Similarly, a whole group of researchers or co researchers 
may band together to defend any anxieties that are being stirred up by 
the research.
(e) How aware have we been of ways that the research has stirred up our 
own unfinished emotional business? [unaware subjectivity].
How aware have we been that we might be ganging together as a group 
in defence of our anxieties? [consensus collusion].
The sixth issue is that valid research cannot be conducted alone; we 
need "friends prepared to act as enemies" [Torbert in Rowan and Reason 
1981 p. 443] who can challenge and support the co researchers to think 
about whether consensus collusion is taking place. The devils .adVOCaGjL 
or radical critic is one such role a co researcher can adopt to pick 
holes in the inquiry process and research findings.
(f) Have we utilised the devil's advocacy procedure?
The validity of research is much enhanced by the systematic and regular 
use of feedback sessions and by going round the research _cycle_I_P_l 
reflection and action] several times [see Fig 1 p 7]. This makes sure 
that we are rigorous in refining and deepening our work by checking and 
re checking concepts and ideas. Rot to do so would make the research 
impressionistic and imprecise. ... more like a newspaper report than a 
piece of academic research.
(g) Have we been able to recycle our research more than once?
Valid research involves a subtle interplay between different forms of
knowing. John Heron differentiates between experiential knowledge... 
practical knowledge, presentational (artistic) knQ.wledge_.aM 
propositional knowledge. So much of conventional research is about 
propositional knowledge dislocated from the experience of the research 
actors. Torbert argues for practical knowledge in his statement about 
the usefulness of inquiry work; that it should be:
"useful to the actor at the moment of action rather than to a
disembodied thinker at the moment of reflection".
While all four forms of knowledge provide a validity in their own right, 
their collective presence provides a more substantial claim.
(h) Have we been able to develop:
experiential knowledge (by direct encounter with the phenomena)? 
practical knowledge? 
presentational knowledge? 
propositional knowledge?
11
TO SUMMARISE THEM, WE MEED TO CHECK THE VALIDITY OF THE IHQUIRY AGAIMST 
THE FOLLOVIMG CRITERIA.
HOW COMFIDEMT ARE WE THAT WE HAVE MAMAGED TO:
Very
confident
So so Mot
confident
Ea] describe what it is 
we've experienced?
Cb] provide accurate conclusions
which follow on logically from the 
preceding research stages?
[c3 sought inter subjective agreement 
regarding the "truthfulness" and 
"rightness" of the findings?
t d] to have been clear about what 
it is we've been investigating?
Ce] to have been aware of ways that 
the research has stirred up our 
own unfinished emotional business?
C unaware subjectivity]. 
and
to have been aware that we might be 
ganging together as a group 
in defence of our anxieties?
Cconsensus collusion].
(f) use the devil's advocacy procedure?
(g) recycle our research more than once?
Ch) to develop:
experiential knowledge 
(by direct encounter with 
the phenomena)?
practical knowledge? 
presentational knowledge? 
propositional knowledge?
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1.5 CURREHT ASSESSMENT/ GRADING CRITERIA
I am a firm believer in self directed learning. Any assessment therefore 
must include a self assessment component. I am also aware of how 
unfamiliar this type of work may be to people who have grown up and been 
educated within an other directed culture rather than a self directed 
one. Some people get nervous and/or frightened about taking the 
responsibility for setting their own learning goals, modifying them in 
the light of experience and assessing outcomes. They see these features 
as the "teachers job" not theirs. They attend school or college to learn 
facts and figures and be taught new skills, not to set their own 
learning targets. Many teachers also feel that students are incapable of 
taking responsibility for their own learning and see it as their job to 
remain "in charge" of the learning process.
In view of these aspects as well as the important responsibility the 
tutor has in covering B TEC course objectives, I have retained a 50%
input to the assessment process this can be revised, modified,
rejected in the light of experience. The other 50% is given over to self 
and peer [optional] assessment. Colleagues can often throw light onto 
areas of learning and experience both the individual and the tutor have 
underrated, overrated and/or overlooked.
Pay attention to the assessment process and give feedback as to its 
effectiveness so that changes can be made if need be.
Here are the criteria I shall be using:
♦ a balance of thinking and doing
♦ evidence of planning and structure
♦ demonstrating the ability to work 
alone and in a group
♦ the ability to use secondary sociological 
data as well as learn from personal experience
♦ detailed and accurate reporting
♦ demonstrating personal and interpersonal skills 
such as co operation, leadership, conflict management
♦ enthusiasm, effort and interest
♦ initiative and risk taking
♦ inquiring mind
♦ demonstrating understanding and application of the 
research method
5%
5%
5%
5%
5%
5%
5%
5%
5%
5%
50%
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2.1 WAR - SESSX.QIT-.1 C Orientation]
S
The most important aims of the session will be:
Ca3 to check on how we shall tackle the subject matter,
Cb3 to check that group members are willing to try out co operative 
inquiry
Cc] to pick out some of the main reasons why the subject is worth
researching. why is this subject important to us in our personal 
and work lives?
Cd] to understand the marking scheme and grading structure
A
Activity 1: Lets try clarifying how we see the concept of
______________________ and collect some viewpoints from everyone. There
are no right or wrong answers here: you are just exploring how the words 
are used. What comes to mind when you think of the word(s)
h n ?
Question 1: What are your initial decisions regarding:
[a] what aspects of the subject matter you are prepared to study and why 
they are important enough to spend time researching into?
Individually, put your answers in the space provided below.
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Let us now begin the process of understanding how to do research as a co 
operative inquiry group.
A
Activity 2: Individually this time, read Section 1.2 and 1.3 [ pp 7 - 93 
making a note of words, sentences and ideas you are uncertain about in 
readiness for the next session. There is a space below to record any 
problems you might come across or aspects that interest you enough that 
you would want to raise again. Also pay attention to the assessment and 
grading structure of this assignment. I am marking 50% of the marks 
according to the criteria outlined in Section 1.5. You will be invited 
to assess yourself in the light of your achieving these standards for 
the other 50% There will be opportunities to develop the criteria as the 
inquiry gets under way or you will be able to modify them at the end if 
it seems appropriate. I include a rationale for this grading and 
assessment process in Section 1.5. The Marks Sheet is provided as 
Appendix 1.
Working notes:
So where have you got to? Are you any clearer about 1 or 2 aspects of 
the subject matter that interest you and that you are prepared to spend 
time reading about, discussing and writing. Individually now, tick the 
appropriate response.
YES MO
I repeat. It is very important that we arrive at a task(s) that we feel 
motivated enough to spend time studying so that we can learn from our 
own experience.
S
This section enables you to record any specific problems you might be 
having with the research. For example, understanding the language;
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finding time to study; finding a suitable place to study; choosing a 
topic to focus in on. It also helps you keep a record of those aspects 
you are finding positive and rewarding as learning experiences. Complete 
as fallows:
• The problems I am having with this inquiry are:
* A possible way of dealing with this difficulty will be to:
(try thinking of some alternative ways you might meet the 
needs you have identified above. Try consulting the 
decision making cycle available from Peter Ridge or located in the 
in the self study manual. Choose a possible solution to try out 
later).
* What I am enjoying, finding useful and relevant as 
learning experiences are as follows:
» The subject matter that motivates me most with regard to 
this assignment is:
♦ My own personal objectives for this assignment, namely, 
what I want to be able to achieve, are as follows:
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2.2 VZB__________ - SESSION 2 C Stating the Proposition:
Spelling Out the Area of Interest!.
A
Activity 3: A "round" of anything good/anything new.
The most important aims of the session will be:
[a] to agree on the specific subject matter, that will form the focus of 
our inquiry into________________ . We must be clear about this!
[bl to raise any problems that arose from our reading about the co 
operative inquiry method and deal with them as best we can.
Cc3 to build on our initial ideas regarding the subject matter with
additional knowledge from secondary sources such as books, magazines 
and articles.
B
The main texts we will be using in the inquiry are:
Activity 4: It might be worthwhile at this stage to state whether we 
have thought of a subject to research. Lets go round in turn and hear 
any of these ideas.
Question 2: Individually answer what have you learned as a result of 
your reading and discussion regarding the topic in hand. Use the space 
below for comments.
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2.3 VZJB--------- z..gESSXQ.If_3 -[StatiJXg the.Proposition: Spelling Out
the Aren _of .Interest; Deciding who is doing what and with whom]
Opening round.
S
The aims of this session will be:
[a3 to discuss and then agree an initial proposition or propositions 
around our specific research interest.
[b] to discuss and agree some set of procedures or exercises we can use 
to test out our proposition(s).
C c3 to experiment with our procedure in class in order to take it away 
and use in a more confident way in our everyday life
Question 3: Are you clear about what you have to do? If not ask a friend 
and/or Pete to explain in more detail. If you are clear about what is 
being asked, proceed to the next activity.
Activity 5: Working in any way that you prefer, come up with a procedure 
that you think does justice to the research aims. Write below:
1. What exactly is your proposition, question or hypothesis that you 
are intending to inquire into?
2. What procedure or exercise are you going to use to test out your 
ideas? Give details here or maybe a map/diagram.
3. How will you use it and with whom? When and where will you use it?
18
4. What instrument(s) or devices are you going to use to record the data 
that you collect? For example are you going to keep a log; make 
drawings; record your findings on an audio cassette machine to play 
back to others at a later date? Don't forget this data will provide 
you with a lot of the evidence you'll need in order to draw any valid 
conclusions.
A
Activity 6: #ow, try putting your design to the test, first in class 
and later, outside. If you do not have time to practice in class, use 
time outside. Do whatever has been agreed, note the outcomes whether 
these be physical, mental, social or interpersonal. Record your 
discoveries below. This may involve self observation; reciprocal 
(mutual) observation of other members of the inquiry group, or other 
agreed methods of recording experience.
Working notes: My discoveries from putting my research procedure into 
action are as follows:
Bring these notes to the next session or next stage of the research so 
that together we can reflect on these findings and attempt to make sense 
of them as a whole inquiry group.
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2. 4 V/B_________ - SESSION 4 CReflecting on experience; making
sense of the experience: revising.and developing ideas _^±h which we 
started: maybe starting anew at a more "aware* level!
S
The aims of this session will be:
[a] to share the findings of our research action
Cb] to come up with some tentative conclusions about what all this data 
means
tc] to be open to any challenges that might arise from using the Devil's 
Advocate procedure (see p. 11)
Cd] to explore ways in which we might want to take the research forward 
both in terms of content Cthe subject matter] and method Cthe way we 
have carried out the research].
Ce] to plan another cycle of activity and experience at a heightened 
level of "awareness"
A
Activity 7: Lets begin this session by working first in pairs and then 
in the whole group. Share with a partner your findings related to C a] 
and Cb].
If we are willing and able to carry out another cycle of research, I 
should like us to try and become "immersed" in this activity and 
experience.
You will probably want to make some notes about aspects of "mindfulness" 
you find intriguing, difficult to fully understand or feel awkward 
about. Use the space below:
Working notes:
20
A
Activity: 8
Lets practice our "self remembering" and "witnessing" by using one or 
more exercises:
Working notes: Record your thoughts and feelings about trying out these 
activities.
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2.5 ÏZB___________ - SESS10# 5 [Deeper engageroeat by co researchers
with .the subject of. ..inquiry;_ -cesearslL.Borq 
"mindfully": mid stream reflection]
S
The aims of this session will be:
La3 to try and carry out a full blown experiential encounter with the 
subject matter with that extra margin of awareness that we 
practiced the week before.
Cb] to reflect and consider where we are with regard to this research 
and decide on whether we need to continue recycling the same subject 
matter or start a new topic.
Cc] to maintain and update our logs and make sure we are recording our 
observations and findings thoroughly.
Cd] undertake a mid course assessment of our work so far using the 
marking sheet (Appendix 1) and grading criteria (Appendix 2)
Ce] carry out a validity check using the criteria on pp. 10 - 11 and the 
checklist on p. 12
A
Activity 9: State clearly how and where you need to test out your 
proposition so that you can fully experience the effects with that extra 
margin of awareness that we've practiced. Use the space below to do 
this.
A
Activity 10: Record what happened. If appropriate, check with your 
partner or with other group members what happened for them. How 
similar/dissimilar were their experiences. Remember to use your active 
listening skills. Use the space below for notes.
Working notes:
How let us get back into the whole group to sift and sort our 
experiences and see what we can learn from all this.
Record any learnings, decisions or action to be taken here:
Question 4: 0 K. So where do we go from here? Tick the statement(s) with 
which you most agree,
• I should like to continue recycling this particular research [ ]
• I should like to conclude this particular research C 3
• I am unsure of what I want right now C 3
• Other statements. Please list.
Give reason(s) for your answer(s)
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A
Activity 11: If, then, there is some uncertainty as to a way forward 
then we might use a group discussion format to reach a decision on these 
issues. The fishbowl technique has been used in previous inquiries and 
has proved to be an interesting way of working.
Question 5: So what's the decision now?
* Carry out another cycle of the same proposition?
* Carry out a cycle of a different proposition?
* Write up the research now?
A
Activity 12: Write up the results of this session and update logbooks 
generally.
A
Activity: 13: How conduct a self (and, if appropriate, peer) assessment 
process using the marks sheet provided as Appendix 1. You will notice 
there are two columns beside your name: the upper one is for you to 
record your % mark for each criteria (max 5%) as you have perceived your 
part in the progress of this co operative inquiry. You will notice that 
the assessment criteria are abbreviated. For example TaD represents 
(Thinking and Doing) and PaS represents {Planning and Structuring). You 
are only required to insert % marks for inquiry work on the sheet 
printed with competencies numbered 1 - 9. You don't have to write them 
above competencies 10 - 18.
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The lower column is useful for recording your coverage of these common 
skills and what grade you feel you are achieving. You will need to 
consult the Common Skills Grading Sheet for this task (Appendix 2).
My guess is that you will be covering a lot of Common Skills by doing co 
operative inquiry - provided you are "awake" to the fact. You should be 
able to gather some first class evidence of your developing competence 
in the area of Common Skills.
After completing this interim assessment, think about areas you need to 
cover more fully; skills you need to hone up; information you need to 
gain.
Record your comments below:
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2.6 and 2,7 ÏZB---------   SESSIGM 6 and 7 [ Further cycles by
GQ.reseanGh.ar-s; com^nicatxpg our findings/ writing 
reports/cjoing presentations
s
The aims of these sessions will be:
[a] to complete further experiential research cycles along the lines of 
Activity 9 and reflect on the outcomes accordingly 
Cb] to write up the results of the research endeavour into a readable 
and comprehensive form, taking into account issues related to 
assessment and validity 
Cc3 to provide additional ways of communicating our learnings - artistic 
forms of presenting knowledge and the fruits of experience (art, 
drama, poetry, video etc)
A
Activity 15: If we are carrying on with additional cycles of 
experiential research activity, please continue and record the results 
below:
If we are now preparing to "write up" and communicate our results, then 
we need to decide on how and what we produce as our concluding account.
We may want to use the writing guidelines laid out on p p _______ ;
modify them in some way. We may want to produce our individual accounts 
or delegate the writing to a few members; others might take 
responsibility for typing it out or producing art work/graphics.
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A
Activity 16: Lets us now discuss as a group how far we were able to meet 
the validity criteria laid out in section 1.4. We might wish to complete 
the Validity Criteria Checklist. Record the results of this analysis in 
the space below.
Results of analysis:
We now have to assess and grade our work in line with B TEC 
requirements. I have already stated earlier [see page ] that I will 
apportion a 50% mark for this project and invite individuals and, 
possibly, your peers to grade the remaining 50%
Question 6: Do you wish to use any additional or alternative criteria 
with which to grade this work
YES m
What are they? List them below: 
1.
2.
3.
4.
5.
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Question 7:
Are you clear about what your contribution/task is with regard to 
writing up this research project?
YES NO
Are you clear about how you will be marked YES NO
and graded? YES NO
A
Activity 17: Now complete the writing task(s). There is space under each 
section heading between pp. 32 - 39 to do this. Insert additional pages 
should you need to.
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2.8 STB________- SESSION 8__CSelt,..■Peer.l.gp.tioaaXl_and...Tütor
Assessment Procedure
S
The aims of this session will be:
Ca3 to circulate our completed report(s) within the group and decide 
what marks and grade individuals should justifiably receive in the 
light of their meeting agreed marking and grading criteria 
[b] to formally conclude this co operative inquiry
A
Activity 18: Using the agreed assessment criteria, mark and grade your 
individual report or, if appropriate, your contributions to the finished 
product. You will need to have handy, Appendices 1 and 2.
Answer the following question. According to the assessment/grading 
criteria agreed for this project, I award myself the following % mark. 
This will be the total of the % marks [ max 5%] for the 10 abbreviated 
criteria on my marks sheet.
AHSVER HERE
A
Activity 19: Row, if you feel you are willing and able to, circulate 
your work and % mark to others for clarification, agreement and 
disagreement.
A
Activity 20: A good way of formally bringing the research to an end is 
with an EEDGAKE.
29
3. 1
ADDITIONAL GUIDELINES ABOUT 
THINKING AND WRITING UP CO 
OPERATIVE EXPERIENTIAL 
ASSIGNMENTS
SUBJECT/CONTENT
* What are the topic areas you are going to be talking about in this 
report. Why are they important enough to do "research” into. How did 
this project come about. Whats the history behind it. Provide me with 
some background details about how this assignment got off the ground 
in the first place. Whose suggestion was it that we do this topic?
This information needs to go in section 4.1 see p. 32
ASSIGNMENT/RESEARCH METHODS
• What methods for carrying out this project did we consider at the 
beginning. What methodCs] for carrying out this project did we 
eventually arrive at. Why did we choose the methodCs] we did. Give 
reasons here.
This information needs to go in section 4.2 see p. 32
ASSIGNMENT/RESEARCH DESIGN
* How did we structure the assignment in order to gather the information 
upon which to base our results. What methods for collecting data did 
we decide on. Why choose those ways?
What format did we use to carry out this assignment?
This information needs to go in section 4.3 see p. 33
ASSIGNMENT IN ACTION
* This section involves you in telling the reader what happened in the 
research from week to week.
This is the stuff of your diaries and will include details of the 
activities we used in the classroom and any main events of your work 
experience relevant of course to the assignment aims.
This information needs to go in section 4.4 see p. 33
OBSERVATIONS/DATA
• This section deals with the findings of the assignment. What 
observations did you make regarding the topic. What information did 
you collect when you were researching. What have you got to show for 
all this hard work?. This constitutes your evidence which the reader 
needs in order to assess the merits of your studies.
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This information needs to go in section 4.5 see p. 34
INTERPRETING
• Here the reader is interested in how accurate, reliable and honest the 
findings seem to be in the light of the aims and objectives. Are the 
results full enough and do they have the "ring of truth about them".
In this section tell the reader how thoroughly and accurately you feel 
you have achieved accuracy and honest in the findings you are 
offering.
This information needs to go in section 4.6 see p. 35
LEARNINGS
* In this section explain whats been learned about the topicC si
( ) but also say whats been learned about doing research
in this sort of way.
Here you might want to mention what you've learned about yourself and 
others in the group.
This information needs to go in section 4.7 see p. 36
Ynn might want to comment on doing group based research - the 
advantages/disadvantages. . .things you liked and disliked about doing 
research in this way.
Say what you learned in class and at work that is relevant to this 
assignment. There are no right or wrong answers. Just answer fully and 
truthfully.
This information needs to go in section 4.8 see p. 37
WHATS LEFT TO DO
» What aspects of the subject matter was covered inadequately or left 
out completely that needs to be attended to in the future. If we were 
to continue with this topic what aspects do we need to look at more 
carefully in order to do it justice.
This information needs to go in section 4.9 see p. 38
HOW TO DO IT NEXT TIME
* In this section, explain how you would want to do such an assignment 
again. If we wanted to continue researching this topic what 
suggestions can you make to improve or change the research method. Do 
we need to add anything to the method; remove anything? Would you want 
to use a different research method next time around? If so say how you 
would want to do it.
What recommendations would you make to other B TEC groups that follow 
you about doing this sort of research.
This information needs to go in section 4.10 see p. 39
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REPORT BY __________
4. 1 SUBJECT / COHTEITT
4.2 ASS IGMESTT / RESEARCH METHODS
COURSE:
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4.3 â^gXQMBgT/RESBARCH PESIGff
4.4 ASSIGffKEST IE ACTION
33
OBSERVATIONAL DATA/ FlffPIÜTGS
4.6 INTERPRETATION AMD VALIDITY OF DATA
35
4.7 hE&mims
About the subject area
36
About the method
WHATS LEFT TO DO
4. 10 HOW TO DO IT
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APPENDIX I
DATE OF ASSESSMENT:
SUBJECT:
DATE GIVEN OUT:
COOPERATIVE INQUIRY/ COMMON SKILLS 
Z ONTINUQÏÏS" A^SESSÏŒNt
GRADES In boxes: F R P M D
STUDENT/TUTOR NAME:
DATE IN:
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COOPERATIVE INQUIRY/ COMMON SKILLS 
CONTINUOUS ASSESSMENT "
DATE OF ASSESSMENT: GRADES in boxes: F R P M D
SUBJECT: STUDENT/TUTOR NAME
DATE GIVEN OUT: DATE IN:
NAMES
TaD PaS AaG SaP DaR |PaI Eal laR IM UaA
COMPETENCY NUMBERCS) (Tick if achievea - grade)
10 11 12 13 14 15 16 17 18
GRADING - Taking responsibility for your own learning and 
using initiative should increase as you climb the BTEC 
qualification ladder; you should also be able to show that 
you are applying your knowledge, skills and attitudes to new 
situtions and coping with more complex problems as you move 
from First Certificate to National Diploma.
FIRST CERTIFICATE LEVEL:
* The student mainly participates.
* The assignment instructions or role to be adopted will be 
provided in detail and not open to much negotiation.
* A PASS will require you to achieve all the competences 
stipulated in the assignment. You do the bare minimum to 
get by; ask for lots of help and need "prodding" to get 
you moving; you "dawdle" through the assignment in a 
noticeably "unaware sort of way".
* A MERIT is deserved when the student achieves all the 
competencies and is noticeably attentive, enthusiastic and 
hardworking. The student demonstrates that he or she is 
willing and able to learn from experience and apply 
skills, knowledge and attitudes to new problems and 
situations. The student achieves the competencies without 
too much help from the teacher.
* A DISTINCTION student achieves the competencies with 
little support from the teacher. He or she is 
workmanlike in her approach to getting the job done but is 
also creative when it comes to problem solving and 
contributing ideas.
NATIONAL DIPLOMA LEVEL:
* The student primarily contributes
* The student seeks to learn more independently than at
First level* A PASS will require you to achieve all the competences 
stipulated in the assignment. You do the bare minimum to 
get by; ask for lots of help and need "prodding" to get 
you moving; you "dawdle" through the assignment in a 
noticeably "unaware sort of way".
* A MERIT is deserved when the student achieves all the
competencies and is noticeably attentive, enthusiastic and 
hardworking. The student demonstrates that he or she is 
willing and able to learn from experience and apply 
skills, knowledge and attitudes to new problems and 
situations. The student achieves the competencies without 
too much help from the teacher.
* A DISTINCTION student achieves the competencies with only 
a little support from the teacher. He or she is 
workmanlike in her approach to getting the job done but is 
also creative when it comes to problem solving and 
contributing ideas.
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B TEC HATIQI&L [HEALTH STUDIES] PSQGRAMKE S E G O g m E M
ASSIGHMEHT TITLE MEFTAL HEALTH
ynBÏÏT.E TITLE SOCIOLOGICAL ABD PSYCHOLOGICAL ASPECTS 
TUTOR FAME ___________________
DTTRATTOF {EXPECTED FO OF HOURS OF STUDY) : 16 - 20 hours
The aim of this assignment is to carry out a co operative inquiry into 
the SOCIOLOGY OF MEFTAL HEALTH.
You will each need a copy of the self study booklet in order to complete 
this assignment. It provides most of the instructions you need. See 
Peter Ridge.
PRIFCIPAL OBJECTIVES:.
COMMON SKILLS.....
Managing and 
developing self
Coaoetence + P e r m s L i m --
1 a b c d; 2 a b:
3 a b c; 4 a b c d;
M r s  m s s ....
Communications
indicate it coverea
X
Working with 
and relating 
to others
5 a b c d e;
6 a b c d e
7 a b c d
Awareness
Noticing
X
Communicating 8 a b c; 9 a b
10 a b c d
11 a b e d
Managing tasks 
and solving problems
12 a b c d; 13 a b c d e 
14 a b c d X
Applying numeracy 15 a b c d e
Applying technology
Applying design 
and creativity
17 a b c d;
18 a b c d
ASSESSMENT METHOD Indicate if covered Contributing modules
Teacher observation
Employer observation X 1,
Student work assessment X
Employer work assessment X 2.
Group work assessment X
Portfolio/work files X 3,
Self assessment/profile X
Peer assessment X 4,
Assignment product X
Product/process review X 5,
Role play
Case study X 6,
ASSESSKEirr CRITERIA:
1. Pass 50-65%; Merit 66-85%Distinction 86-100%
Fail Little effort to improve on refer grade
Refer Tasks not completed on time. Extremely poor presentation.
Lack of any results and evaluation 
Pass, Merit See the 10 criteria associated with the assessment of
Distinction co operative inquiry.
B. .TEC. üfAT I QNAL-t JUPSERY-JüE5IIjLGl_f.EQGEAHM£S SECOND YEAR
ASS,lGiriffigT....IITLEl THE ENVIRONMENT
MODULE. TITLE COMMON SKILLS TUTOR NAME___________ __
ISIRQDIZCIim
The aim of this assignment is to carry out a co operative inquiry into 
ways in which we personally protect, enhance and damage the environment. 
* The following tasks need to be read in conjunction with the co 
operative inquiry documentation that accompanies this assignment. 
Copies of this documentation are available from the Study Centre 
CH83 in the Library Block.
They are:
Ca] a map of the research headings that make up an inquiry 
[Handout Al
Cb] A philosophical and methodological rationale for doing this kind 
of work; and appropriate assessment criteria CHandout B]
Cc] A set of guidelines for thinking about and writing up co 
operative inquiries [Handout C3 
$* Group members will be expected to undertake regular log keeping for 
the duration of the assignment 
**$ Group members will be expected to undertake home study for 1 hour 
per week for the duration of the project
TASKS
1. We agree the aims of the assignment; discuss the implications and 
possible methods; and define what we mean by the term 1 environment" 
and "mindfulness". [Week 13
2. Group members set about collecting their data in and out of the 
classroom of ways in which they enhance or damage the environment as 
defined in week 1. The skills of "mindfulness" are important
here...noticing your own actions and behaviour in the light of your 
research aims. We will record their findings in some appropriate way 
such as a log, diary or tape recording [ Week 2 - 33
3. On returning to college, group members feed back their preliminary 
results, hear comments and, maybe, plan another cycle of action 
[Week 3 - 43
4. Group members analyse their findings in and away from the group and 
begin to formulate their conclusions and recommendations.
[Week 4 - 5 3
5. Reports are handed in or subsequent cycles are organised. Evaluation. 
[Week 5 - 6 3
COMMON SKILLS Competence + Perform Crit Core themes Indicate if covered
Managing and la; 2 a; 3 a b c Communications ( '* Xdeveloping self 4 a b c d; iL';
Working with ~  S a b c d e;and relating 6 a b c d e Reflecting oh experience Xto others 7 a b c d
Communicating S a b10 a b c d Environmental ‘■t:‘ ' 1 X
11 a b c d and personal awareness
Managing tasks 12 a b; 13 a b c d eand solving problems 14 a b c d
Applying numeracy . 15 a b c d
Applying technology
Applying design 17 a b c d; and creativity 18 a b c d
ASSESSMENT METHOD Indicate if covered Contributing modules
Teacher observation
Employer observation ■ 1,
Student work assessment I
Employer work assessment 2, ■ 4. :
Group work assessment X
Portfolio/work files X 3,
Self assessment/profile X
Peer assessment ' \ ; 4,
Assignment product X
Product/process review X • 5,
Role play
Case study
A S S E S S M E N T  C R I T E R I A :
1. P a s s  5 0 - 6 5 % ;  D i s t i n c t i o n  8 6 - 1 0 0 % M e r i t  , 6 6 - 8 5 %
Little effort to improve on refer grade
Tasks not completed on time. Extremely poor presentation.
Lack of any results and evaluation
will require you to achieve all the competences stipulated
in the assignment. You do the bare minimum to get by; ask 
for lots of help and need "prodding" to get you moving; you 
"dawdle" through the assignment in a noticeably "unaware 
sort of way".
is deserved when the student achieves all the competencies 
and is-noticeably attentive, enthusiastic and hardworking. 
The student demonstrates that he or she is willing and able 
to learn from experience and apply skills, knowledge and 
attitudes to new problems and situations. The student 
achieves the competencies without too much help from the 
teacher.
student achieves the competencies with only a little 
support from the teacher. He or she is workmanlike in her 
approach to getting the job done but is also creative when
it comes to problem solving and contributing ideas.
Fail
Refer
Pass
Merit
Distinction
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BTEC ASSIGNMENT CHECKLIST
Business & Technician Education Council
ASSIGNMENT CHECKLIST
Assignment Content / X ? Comments
1 Is the assignment real? eg 
uses authentic material, 
relates to current/future 
work.
2 Opportunities to practice a 
range of skills
3 Variety of Communication used
4 Use of open ended problem 
solving
5 Appropriate level for 
students
6 Variety of activity eg group 
and individual work
7 Relevant to the course
8 Integrates with other parts 
of the course
9 Place in a programme of
assignments eg progressive 
skill development
10 Tasks clear for students and 
staff ' -
11 Themes identified, to link 
skills and content
12 Employer involvement in
design, delivery, assessment -
13 Is assignment practicable? eg 
staff and resources
14 Assessment methods known
\
not present ✓ present ? not clear
Assignment Content / X ? Comments
15 Assessment criteria stated 
for-products, skills, unit 
content
16 Variety of assessment methods 
used
17 Realistic deadlines included
18 Acceptability of assignment
now
in 3 years
19 Overall strengths and 
weaknesses
20 Deve1cpment/1mprovement 
needed
x not present V present ? not clear
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STATEMENTS OF CONCEPT RELATIONS
2. O
A statement indicates that there is a direct linear relation from another 
concept to the concept in question,
in brackets are the variables which are considered not to 
have a linear relation to the variable in question 
:±: indicates a trend towards a relation as stated
#  the cell in the Information Structure/ Matrix
Non linear relationships suggest the need for closer investigation by rows 
rather than cells as sufficient confidence in the stability of the available 
research data is absent,
1, DISCRIMINATING AWARENESS (positive - moderate - negative) 
cel11$
1/2 (Research Cycling)
1/3 (Authentic Collaboration)
1/4 A non linear relationship/Aciion and Reflection 
1/5 (Emotional Competence)
1/6 A non linear relationship/Accurate Recall 
1/7 (Falsification)
1/8 A non linear relationship/Unaware Projection 
1/9 (Chaos)
1/10 (Initiating facilitator competence)
1/11 A non linear relationship/'Tit8 with course aims 
1/12$ The sore formal the presentation the greater the possibilities for 
discriminating awareness 
1/13 A non linear relationship/assessed and Graded 
1/14$ The less enjoyable the inquiry is perceived, the greater the 
possibilities for practicing discriminating awareness
2, RESEARCH CYCLING; divergence and convergence (strong - moderate - weak) 
celliS
2/1 (Discriminating Awareness)
2/3 The more authentic the collaboration, the more positive the research
cycling
2/4 The more able and willing the co researcher is in balancing action and 
reflection, the stronger the research cycling process is going to be 
2/5 The more emotionally competent the group members are, the more
positive the research cycling 
2/6 The more accurate the recall, the more positive the research cycling '
2/7 The more falsification procedures are used the more positive the
research cycling will tend to be 
2/8 (Unaware Projection)
2/9 A non linear relationship/Chaos
2/10$ The more advanced the initiating facilitator, the more positive the 
research cycling
2/11 The stronger the "fit* with course aims, the more positive the
research cycling 
2/12 A non linear reiationship/Dialogical
2/13 A non linear relationship/Assessed and Graded 
2/14 A non linear relationship/Enjoyable
3, AUTHENTIC COLLABORATION (strong - moderate - weak) 
cell**
3/1 (Discriminating Awareness)
3/2 The more positive the research cycling, the stronger the authentic 
collaboration is likely to be 
3/4 A non linear relationship/Action and Reflection 
3/5 The more emotionality competent the group members the greater the 
chances of achieving authentic collaboration 
3/6 (Accurate Recall)
3/7 The more positive the group is towards using falsification procedures 
the stronger the authentic collaboration is likely to be 
3/8 A non linear relationship/Unaware Projection 
3/9 The greater the tolerance to chaos and ambiguity the stonger the 
authentic collaboration 
3/10 The more advanced the facilitator is in managing the group research 
process as well as his/her own individual issue the stronger the 
authentic collaboration is likely to be 
3/11 A non linear relationship/"Fit' with course aims 
3/12 A non linear reiationship/Dialogical 
3/13 A non linear relationship/Assessed and graded 
3/14 The more enjoyable the research process the more authentic the 
collaboration
4, BALANCE OF ACTION AND REFLECTION (positive - moderate - weak) 
ceil**
4/1 A non linear relationship/Discriminating Awareness
4/2 The stronger the research cycling, the more positive the action and
reflection 
4/3 (Authentic Collaboration)
4/5 (Emotional Competence)
4/6 A non linear relationship/Accurate Recall 
4/7 (Falsification)
4/8 (Unaware Projection)
4/9 (Chaos)
4/10 (Initiating facilitator competence)
4/11 A non linear relationship/'Fit" with course aims
4/12 A non linear reiationship/Dialogical
4/131 The more explicit the assessment and grading, the more positive the 
action and reflection 
4/14 A non linear relationship/Enjoyable
5, EMOTIONAL COMPETENCE (strong - moderate - weak) 
cell**
5/1 (Discriminating Awareness)
5/2 The stronger the research cycling, the more positive the emotional 
competence of the group members 
5/3 A non linear re1aIionshio/Authentic Collaboration 
5/4 (Balancing Action and Reflection)
5/6 (Accurate Recall)
5/7 (Falsification)
5/8 A non linear relationship/Unaware Projection 
5/9 The more group members are able to tolerate chaos and ambiguity the 
more emotionally competent they are likely to be 
5/10 A non linear relationship/initiating facilitator competence
5/11 A non linear relation5hip/uFitu with course aims
5/12 A non linear reiationship/Dialogical
5/13 A non linear relationship/Assessed/graded
5/14 A non linear relationship/Enjoyable
6, ACCURATE RECALL (positive - moderate - negative)
cell**
6/1 (Discriminating Awareness)
6/2 (Research Cycling)
6/3 (Authentic Collaboration)
6/4 The more able and willing the co researcher is in balancing action and 
reflection, the more accurate the recall is likely to be
6/5 (Emotional Competence)
6/7 A non linear relationship/Falsification)
6/8 A non linear relationship/Unaware Projection
6/9 (Chaos)
6/10 A non linear relationship/initiating facilitator competence
6/11 A non linear relationship/Tit" with course aims
6/12* The more structured and formal the presentation of the requirements
for co operative inquiry, the more accurate the recall is likely to be
6/13 A non linear r ela t i onsh i p/6 r aded/Assessed
6/14 A non linear relationship/Enjoyable
7, FALSIFICATION (serious - half hearted - negative) 
cell**
7/1 A non linear relationship/Discriminating Awareness
7/2 The stronger the research cycling the more positive group members will
be toward implementing some kind of falsification procedure 
7/3 A non linear relationship/Authentic Collaboration
7/4 A non linear relationship/Action and Reflection
7/5 The more emotionally competent the group, the more positive the 
falsification procedures tend to be 
7/6 A non linear relationship/Accurate Recall
7/8 A non linear relationship/Unaware Projection
7/9* The greater the tolerance for chaos, the more positive the
falsification process tends to be 
7/10 The more advanced the initiating facilitator competence, the more 
positive the falsification process tends to be 
7/11 ("Fit* with course aims)
7/12 A non linear reiationship/Dialogical 
7/13 The more assignments are assessed and graded the greater the 
likelihood of a positive falsification process 
7/14 A non linear relationship/Enjoyable
8, UNAWARE PROJECTION (positive - partial - negative) 
cell#
8/1 The more positive the discriminating awareness the greater the
likelihood that group members will be aware of and manage projections 
8/2 (Research Cycling)
8/3 (Authentic Collaboration)
8/4 A non linear relationship/Action and Reflection
8/5 A non linear relationship/Emotional Competence
8/6 (Accurate Recall)
8/7 (Falsification)
8/9 (Chaos)
8/10 A non linear relationship/Initiating facilitator competence 
8/11 ("Fit" with Course Aims)
8/12 A non linear reiationship/Dialogical
8/13 A non linear relationship/Assessment
8/14 A non linear relationship/Enjoyable
9, CHAOS (positive - moderate - negative) 
cell**
9/1 (Discriminating Awareness)
9/2* The stronger the research cycling, the more positive the tolerance for 
chaos
9/3 The more authentic the collaboration the greater the tolerance for 
chaos
9/4 (Action and Reflection)
9/5 The greater the levels of emotional competence the more
positive group members will be toward tolerating chaos and ambiguity 
in the research 
9/6 (Accurate Recall)
9/7 A non linear relationship/Falsification 
9/8 (Unaware Projection)
9/10 A non linear relationship/initiating facilitator competence 
9/11 A non linear relationship/"Fit* with course aims 
9/12 A non linear reiationship/Dialogical 
9/13 (Assessed/Graded)
9/14 Enjoyable research enterprises tend to increase the capacities of 
persons to tolerate chaos and ambiguity in the research
10, INITIATING FACILITATOR COMPETENCE (advanced - intermediate - beginner)
ceil:#
10/1 (Discriminating Awareness)
10/2* The stronger the research cycling the more the initiating facilitator 
is able to balance initiation, facilitation and participation 
10/3 A non linear relationship/Authentic Collabortion 
10/4 The more positive is the balancing action and reflection, the sore 
the initiating facilitator is able to balance initiation, 
facilitation and participation 
10/5 The more emotionally competent the group, the more the initiating 
facilitator can participate 
10/5 A non linear relationship/Accurate Recall
10/7 A non linear relationship/Falsification
10/8 A non linear relationship/Unaware Projection
10/9 A non linear relationship/Chaos
10/11 A non linear relationship/'Tit” with course aims
10/12 A non linear reiationship/Dialogical
10/13* The more the assignment is assessed/graded, the more the initiating 
facilitator is able to balance facilitation with participation 
10/14 Enjoyable research enterprises tend to enhance the capacity for the 
initiating facilitator to balance initiation, facilitation and 
participation
11, "FIT WITH COURSE AIMS" (strong - moderate - weak)
cell#:
11/1 A non linear relationship/Discriminating Awareness
li/2 A non linear relationship/Research Cycling
11/31 The more the authentic collaboration, the stronger the fit with the 
course aims
11/4 The more able and willing the co researcher is in balancing action 
and reflection, the stronger the "fit" will tend to be with the
course aims
11/5 A non linear relationship/Emotional Competence 
11/61 The more accurate the recall, the stronger the "fit" will tend to be 
with the course aims 
11/7 (Falsification)
11/8 (Unaware Projection)
11/9 A non linear relationship/Chaos and Ambiguity
11/10 The more advanced the initiating facilitator is in balancing
participation and facilitation, the stronger the fit with the course 
aims is likely to be 
11/12 (Dialogical)
11/13 (Graded/Assessment)
11/14$ The more enjoyable the research assignment the stronger the fit with 
the course aims tend to be
12, DIALOGICAL, INFORMAL and DISCURSIVE (positive - moderate - negative)
cell#
12/1$ The less the discriminating awareness, the more dialogical and
discursive the research process tends to be 
12/2 Strong research cycling is related to positive use of dialogue and
discussion
12/3 The more authentic the collaboration, the more dialogical the
research is likely to be 
12/4$ Positive action and reflection on the part of the research group is 
related to the dialogical and discursive process 
12/5 A non linear relationship/Emotional Competence
12/6$ The less accurate the recall the more likelihood the research is 
dialogical
12/7$ There is less of a likelihood of falsification procedures being used, 
the more the research is characterised as dialogical and discursive 
12/8$ Groups are likely to take less account of unaware projection, the
more dialogical and discursive the research turns out to be
12/9 The greater the tolerance for chaos and ambiguity the more dialogical
and discursive research projects tend to be 
12/10 A non linear relationship/initiating facilitator competence
12/11 A non linear relationship/Fit with Course Aims
12/13 A non linear relationship/Graded/Assessment
12/14 The more enjoyable the research assignment, the more dialogical and 
discursive the research projects tend to be
13, ASSESSED/GRADED (positive - partial - negative)
ceil$$
13/1 (Discriminating Awareness)
13/2 (Research Cycling)
13/3 (Authentic Collaboration)
13/4 A non linear relationship/Action and Reflection
13/5 A non linear relationship/Emotional Competence
13/6 A non linear relationship/Accurate Recall
13/7 (Falsification)
13/8 (Unaware Projection)
13/9 (Chaos and Ambiguity)
13/10$ The initiating facilitator is best able to balance facilitation and 
participation when the grading/assessment is explicit 
13/11 The stronger the fit with course aims, the greater the likelihood 
that experiential research is explicitly graded/assessed 
13/12 (Dialogical)
13/14 (Enjoyable)
14, ENJOYABLE (positive - so so - negative) 
cell**
14/1$ The less discriminating awareness is practised in the assignment the 
greater the enjoyment of doing co operative inquiry
14/2$ The weaker the research cycling, the greater the enjoyment of 
carrying out co operative inquiry 
14/3 The more authentic the collaboration the greater the 
enjoyment gained from carrying out co operative inquiry 
14/4$ The more able and willing the co researcher is in balancing action
and reflection tends to reflect the enjoyment gained from carrying
out co operative inquiry 
14/5$ The demonstration of emotional competence relates to the 
enjoyment gained from carrying out co operative inquiry 
14/6$ The weaker the accurate recall, the greater the enjoyment gained from 
carrying out co operative inquiry 
14/7 A non linear relationship/Falsification
14/S A non linear relationship/Unaware Projection
14/3 A non linear relationship/Chaos and Ambiguity
14/10 A non linear relationship/initiating Facilitator Competence
14/11 A non linear relationship/Fit with Course Aims
14/12 The more dialogical and discursive the research process, the greater 
the enjoyment of carrying out co operative inquiry
14/13$ The more that co operative inquiry is graded and assesssed, the
greater the enjoyment of doing it
MODELS OF CASE STUDIES
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Model 2. YTS Hairdressers.
(7)
Fn !
moderate
(2) (3) (4) (10) (11) (12)
RCn ACn ARb FCn Fib Din
moderate moderate weak intermediate weak moderate
positive negative positive negative so so
ECa REb VPa ASb EHn
(5) (6) (8) (13) (14)
neutral
CHn
(9)
Description
A preliminary inspection shows that the following concepts have a central 
position in the second inquiry:
1. ACn
2. REb
3. Fn
4. Din
This model contains more neutral attributes than the first and a couple of 
positive ones. The "crowding" of the first is reduced with more balance 
between the two sectors, enabling easier viewing. A central concept seems to 
be falsification (7n). An improvement in the understanding and application 
of other concepts since the first assignment (2n, 3n, 8a, lOn, 12n and 14n) 
helped produce this affect. This research model is characterised by a lack 
of discriminating awareness (lb). The fact that group members were not ' 
maintaining logs (6b) tended to bring about a lack of balance between
1
reflection and action (4b) ; and weak fit (11b) with the aims and objectives 
of the YTS curriculum no doubt contributed to this result. Some early 
attempts at divergence and convergence were not sustained (2n). Authentic 
collaboration was also moderate (3n). There was an uneasy collaboration and 
I describe how at one point I was getting frustrated with them for not doing 
as much as I wanted them to do. And at another point one member of the group 
suggested they carry on with the project for my sake, thereby compromising 
the authenticity of the research as genuinely collaborative. In my favour, I 
was aware of possible manipulation and did not go down that road. This 
awareness on my part helps to explain (8a). Moderate capacities with regard 
to tolerance for chaos (9n); moderate enjoyment (14n) and dialogue (12n) 
affected (2n). Greater knowledge, skills and confidence on my part as 
intitiating facilitator, I suggest, would improve authenticity. This group 
were strong in terms of emotional competence and willingness to undertake 
personal growth (5a) so the model allocates a surprisingly modest role to 
this concept. It does, however, contribute to (8a) and (12n). The lack of 
record keeping and memorisation (6b) in the project can be linked to a 
similar lack of balance between talking and doing (4b). There was some 
challenge to some aspects of our developing research findings (7n) with 
regard to possibilities of transference taking place. Increased research 
cycling and more genuine collaboration would appear to be factors that could 
improve F (7). Unaware projection was positive (8a) and in a positive linear 
relationship with emotional competence (5a). The moderate tolerance for 
chaos and ambiguity (9n) is assisted by (2n), (3n), (7n), (lOn), (12n) and
(14n). Similarly, (2n), (6b), (7n) (9n), (12n) and (14n) contribute to
moderate balance of facilitator leadership and participation (lOn). Co 
operative Inquiry during the YTS phase was always carried out semi covertly. 
Despite arguing that my group based, experiential methods addressed the aims 
of Personal Effectiveness more appropriately than the information based 
content of the college syllabus, there was always a tension with those 
administering the scheme. Such a weak fit (lib) is also explained by (lb), 
(4b), (5a), (6b), (13b) and (14n). The inquiry was characterised by moderate
levels of dialogue (12n) accompanied by moderate levels of (2n), (3n), (7n) 
(9n>, (lOn) and (14n). Inquiries with YTS groups in the first phase were not 
graded and assessed - hence (13b).
Assessment - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 ( 4 ) 5 6 7 8 9  10
2
Kodel 7. BTEC Rational Health Studies - Aids.
(7)
Fb
negative
(2) (3) (4) (10) (11) (12)
RCb ACa ARa FCa Fla Din
weak strong positive advanced strong moderate
lia[10a
(I)
OAn ( 
neutral
positivepositivenegative positive positive
ECb REa UPa ASa EKa
(5) (6) (8) (13) (14)
negative
CHb
(9)
Description
The following concepts have a central position in the seventh inquiry:
1. FCa
2.Fla
3. ENa
In this model, 8 concepts have positive attributes, 2 have moderate/neutral 
attributes and 4 have negative ones. The network is less congested than in 
others and displays more activity in the right hand sector.
The issues in the AIDS ASSIGRKEBT were clearly delineated by the students 
and they were able to offer clear descriptions and interpretations of their 
experiences. The assignment was systematic in the sense of initiating and 
monitoring the stages of a co operative research venture but not in the full 
sense which signifies an emergent and cyclical process of experience, 
reflection, planning and action (2b). For the most part the students were 
not involved in the creative thinking behind the workshop methodology; they 
made minor amendments but the lions share of the thinking belongs to Philip 
Burnard (1989). There was a far greater mix of thinking and action as the 
workshop got under way (4a) but it is important to remember that the central
3
aim of the inquiry was to explore personal feelings and attitudes to Aids; 
we did not set out to explore a proposition or prove or disprove a 
hypothesis. Some of the negative attributes are more to do with the 
structure of the workshop/inquiry than the competence or incompetence of the 
co researchers.
This group seemed less resistant to "noticing one’s own awareness" than 
other groups; hence (In). It helped to produce a good fit with the aims of 
BTEC (11a) whilst contributing to an enjoyable assignment (14a). The group's 
preparedness to confront some strong personal issues that arose during the 
inquiry (8a) affected (In). Weak research cycling (2b) is in a two way 
relation to intolerance to chaos (9b), emotional competence (5b) and 
falsification (7b). Ve found the workshop activities very enjoyable (15a) - 
a factor accounting for strong achievement in (3a), (4a), (10a) and (11a).
Similarly, competent facilitation and participation on my part (10a) 
contributed to what the group felt was a highly successful assignment in 
terms of authentic collaboration (3a). It was this confidence and competence 
on my part that managed some of the unaware projections that occurred (8a).
I have attributed this group with weak emotional competence (5b) mainly 
because the nature of the assignment did not call for many of the skills 
described in my definition of the concepts. This places it in a two way 
relation with weak cycling (2b) and intolerance to chaos (9b); again because 
these activities were not called upon within the given structure of the 
workshop. Oddly enough, it is shown here to influence positive assessment 
(13a) and not detract from the positive management of unaware projections 
(8a) and strong co operation (3a). Concepts that influenced (10a) contain 
mostly positive attributes: good action and reflection (4a), regular and 
effective diary keeping (6a), strong fit with course aims (11a) and an 
overall sense of purposeful enjoyment (14a). The assignment leant heavily on 
Burnard's structured workshop format so the necessity for dialogue was only 
moderate (12n).
Assessment - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 4 5 6 Q?) 8 9 10
4
Model 8. BTEC national nursery nursing - Cultural Awareness.
(7)
Fb
negative
(2) (3) (1)
RCa ACb ARa
strong weak positive
(10)
FCa
advanced
(1 1 )
Fla
strong
(12)
Ola
positive
,10a
Dflb
negative
(liv
veaV aoderate partial
ECb REn UPn
(5) (6) (8)
neutral
CHn
(9)
positive so so
ASa EHn
(13) ( U)
6 Description
Model 8 highlights the following central concepts:
1. RCa
2. FCa
3. DIa
Ve never practised "mindfulness" or "noticing skills" although I did 
suggest at the beginning of the research that we "put on our researcher 
hats" when we met as a group as a means of concentrating the mind for the 
research effort ahead.
lor did the reports suggest that many of us took the inquiry into our daily 
lives and applied the research; M H and myself being the exceptions. I noted 
the times when I thought or acted in racially prejudicial ways. In this 
sense then, the inquiry acts as a useful reminder or conscience prod to 
"watch what you think, say and do". The model suggests that more time 
devoted to formal instruction about how to carry out research "mindfully" 
rather than rely on more dialogical methods (11) would be appropriate here 
as would increased enjoyment (14). Research cycling is denoted as positive 
(2a) and is influenced by positive efforts to reflect on experience and plan
5
new ones (4a); competent faciltation and authentic participation on my part 
(10a) and an all round sense that the assignment was relevant to the aims, 
objectives and asssessment approaches of BTEC (11a and 13a). Despite strong 
recycling, some co researchers did not delineate the issues as clearly as 
others. This lack of clarity of objectives was a contributing factor to the 
limited findings. Ve did not work with a clear cut proposition that all 
agreed with, understood and were prepared to work with:
Everyone in the group had their own ideas about prejudice, some 
were similar and some were nothing alike and this complicted 
matters because we all needed to be on the same wavelength and I 
don't mean everyone thinking the same thing but we all needed to 
understand what each of us was saying and some found this harder 
than others [T J].
What was needed was a clear hypothesis of the kind that emerged towards the 
end on which to base our data gathering. Our results and conclusions would 
have been more credible if we could have worked with the propost ion that : life
are all prejudiced, even if we don't know it or want to admit to it and then 
worked out procedures that would enable people in the group to work safely 
and soundly gathering evidence to support or challenge the hypothesis.
A further check on the validity of the findings is the extent to which there 
was authentic collaboration. The data indicates that it was limited (3b). 
All but T J, S V, S B  and myself seemed willing and able to address the key 
issue of exploring any of our own prejudices. Others followed along at a 
safe distance, avoiding full involvement in whole group experiential work. 
But most of the decision making was genuinely collaborative and as K E says:
The assignment was given to us by the teachers so we had to do it. 
However, the actual work on prejudice was decided upon by the 
whole group EKE].
However, R L's report contains references that may be taken as evidence of a 
lack of authenticity but equally they might be perceived as non ownership of 
feelings stirred up by the research:
I think some relevant and some very irrelevant points were put on 
the graffitti sheet and that the people who made comments on the 
sheet were still the people who expressed themselves during the 
group discussions,..the normally vivacious T J didn't feel he 
could perform in front of the group, which came as a surprise to 
me in consideration of his usual group contributions...some people 
felt like their suggestions and opinions weren't needed within the 
group E R L]...
The model suggests that weak personal and group skills (5b), lack of 
falsification procedures (7b), moderate awareness of unaware projections 
(8n) and too discursive an approach were influential toward the lack of 
authentic collaboration. (5b) would seem to me to be the most important 
factor here. The diagram is not particularly helpful in attributing causal 
factors in (5b). It merely shows us that weak collaboration (3b) and 
moderate enjoyment (14n) are related.
6
The absence of any systematic falsification procedure such as "devils 
advocacy" is seen to be related to (3b), (5b), (8n), (9n), (12a) and (14n).
Once again the model highlights the need for formal instruction in managing 
procedures such as discriminating awareness and devils advocacy. The 
positive balance of thinking and doing (4a) and competent facilitator 
interventions (10a) helped groups to partially manage unaware projections 
(8n). Better personal and interpersonal skills and a more collaborative and 
trusting group climate would be likely to improve validity in this variable. 
Full participation and competent facilitation on my part (10a) is aided, 
according to the model, by strong recycling (2a), positive efforts to 
balance experience and reflection (4a), an absence of rigorous falsification 
procedures (7b) and the perception that the activity was relevant to the 
aims, objectives and assessment strategies of BTEC (11a and 13a). It was 
also regarded as positive in terms of it being carried out in an informal 
and discursive manner (12a). This latter concept receives most attention in 
the model being influenced positively by (lb), (2a), (4a), (6n), (7b), (8n),
and (10a) in what was seen to be a relevant (11a) and rewarding assignment 
(13a). The inclusion of weak emotional competence (5b) as a contributory 
factor to (13a) is a surprising addition to the group of related concepts.
Assessment - Effectiveness as Co operative Inquiry 
Low Moderate High
1 2 3 4 (s) 6 7 8 9 10
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Model 9. BTEC Rational Health Studies - Alcohol.
(7)
Fb
negative
(2) (3) (4) (10) (11) (12)
RCn ACa ARn FCa Fla Ola
aoderate strong aoderate advanced strong positive
(I) ±
OAn M n  
neutral
so soaoderate positive partial positiveECn REa UPn ASa EHn
(S) (6) (8) (13) (14)
neutral
CHn
(9)
Description
The following concepts have a central position in the ninth model:
1. ECn
2. FCa
3. DIa
4. EHn
I have attributed discriminating awareness with a neutral value (In) because 
some attempt was made by some members to pay attention to their alcohol use 
or some other personal aspect of the assignment fof' it’s duration. Partial 
management of some strong feelings arising from the research process (8n) 
and some moderate attempts to act on our thinking (4n) contributed to this 
factor. Some members of the group fulfilled the criteria related to personal 
and interpersonal skills (5n) more noticeably and skillfully than others; 
the older students, A E, E V, J B, R P and myself but generally this 
research contained the demonstration of emotional competences and the 
ability to undertake self directed learning. The fact that the group were 
acting authentically if not altogether co operatively (3a), linked with 
strong facilitation and participation on my part, helped to affect (5n). The
8
group was acting authentically by pursuing their individual interests and 
were prepared to argue at some length with me about their unwillingness to 
spend time discussing and agreeing a common goal which, as far as they were 
concerned, did not exist. There was not any animosity within the group, 
more an accepted distance between folk. On two occasions I wanted to join 
with others to collaborate on a way ahead, with S ¥ and with M L and V L. 
Nothing came of either. Closely linked with this interpretation was my 
controversial assertion that members, for the most part, had steered away 
from owning the experiential touchstone of the inquiry. About half largely 
ignored or were unable to use their own experience of the subject or comment 
on the the impact that the inquiry method was having on their personal 
development. R P agrees that:
There was a marked reluctance to use "personal experience" in the 
inquiry feeling that there was neither sufficient time or 
confidence in the group to reconcile the tension between 
gathering factual information and personal development.
E W, on the other hand, felt:
The group discussions went well and because we all kept the 
confidentiality of the group, everyone was very open and expressed 
their feelings and experiences with alcohol. Because of this it 
has made the group closer on the whole and it was the first time 
that we had shared so much with each other.
A E and J B echoe these sentiments in their reports.
R P suggested that co operative inquiry is a methodology that requires that:
Each member of the group works together on one topic; that the 
methodology places personal experience to the foreground whilst at 
the same time preserving objective, scientific criteria of 
validity.
He felt that a disproportionate amount of time was spent in attempting to 
agree common goals. Given what he felt was the limited time available for 
the assignment, then more time should have been spent on "research itself . 
He found the research to be a valuable process: "to step back and observe 
one's personal habits in the context of objective research".
The inquiry was also perceived as relevant (11a), discursive (12a) and 
partially enjoyable (14n). Stronger emotional competence would be likely to 
improve the tolerance to ambiguity and confusion (9n); aid the use of 
falsification procedures (7b) and contribute to the enjoyment of the 
assignment. I would not suggest that the inquiry was fun and enjoyable from 
a collective perspective; it was more useful and productive than fun. This 
group is not one that can be characterised as lively and fun.
There is evidence also of attempts to elaborate and refine the emerging 
ideas through processes of divergence and co.nvergeftfig- (2n). Brainstorming 
activity is an obvious example of valuing the importance of creative 
divergence as was the decision for individuals to carry out their
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idiosynchratic projects. However there was neither the time or the will to 
converge, recycle this experience through a series of feedback sessions and 
plan another cycle of action and reflection. This task was made all the more 
difficult by the fact that we did not have a shared concern to research but 
disparate interests to pursue. I did feel that the subject of alcohol and 
the experiential method stirred up the psychological defences of R P, E ¥, A 
E, S V, S B  and M F (8n). Both the non verbal and verbal statements 
indicated on several occasions that they did not feel able or willing to 
disclose personal thoughts and feelings and therefore chose 1 safe" subjects 
as a defence against these anxieties. R P writes in his report that there 
was "insufficient time" to test out my assumptions that the group was 
"colluding" and adds :
The perceived lack of direction and focus at times within the 
group did not facilitate the resolution of such dilemmas, (p. 4)
Co operative inquiry involves both action and reflection. Both need to be 
brought into appropriate balance otherwise the research is all activity and 
no thinking or mere armchair theorising. Such a balance existed in this 
research (4n) though some members felt the lengthy decision making was not 
"research" t R P3 :
It could be argued that a disproportionate amount of time was 
spent in attempting to agree common goals, in the sense that given 
the time available for the task as a whole, too much time was 
spent on this activity to the detriment of time spent on research 
itself. However, such a judgement perhaps begs the question of the 
true aim of the inquiry itself (pi).
It does seem the case that I place as much, if not more, importance on how 
we carry out group research as I do on what we collectively find out in 
terms of facts and information. But I disagree with R P's observation that I 
spent longer than necessary in the hypothesis building stage. It was week 4 
127th March] when I realised the difficulty of it being a one goal focussed 
inquiry and that we would have to diversify to retain authenticity and 
motivation. My persistent concern was that such divergence was not a 
strategy to avoid personal, experiential learning and that our departures 
into individual assignment making would be one way, but not the Only way, of 
learning about alcohol and ourselves. This ended up as a double bind. I 
wanted group members to act intentionally and voluntarily but consistently 
reminded them of the need to come together as a group to share their 
findings as though the latter was the true test of the method rather than 
individual initiative and effort. In essence, the subject lent itself more 
to a co operating inquiry than a co operative inquiry. Positive log keeping 
(6a) was a contributory factor to (4n) as it was in enabling strong 
facilitation and participation on my part (10a). Moderate recycling (2n), 
authentic collaboration (3a), and full and accurate recall (6a) combine with 
good fit (11a), dialogue (12a) and positive assessment (13a) to produce an 
overall successful facilitation profile. However, the absence of
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falsification procedures (7b) and only partial management of distress (8n) 
also contributed to (10a).
Assessment - Effectiveness as Co operative Inquiry
Low Moderate High
1 2 3 4 5 @ 7 8 9  10
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